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ABSTRACT 

The study investigated the relationship between 
teacher-pupil interaction, analyzed from the standpoint of 
the intellectual operations elicited by the teacher's day: 
to-day style of questioning, and the development of moral 
reasoning in sixth-grade pupils. The relationships of pupil 
class participation, IQ, and sex differences to initia? 
level and developmental change in moral reasoning were also 
investigated. Ina post hoc analysis, pupils’ usage of the 
issues associated with the dilemmas of the Kohlberg Moral 
Judgment Scale were examined in relation to level of moral 
reasoning, sex and classroom differences, and to raters’ 
expectations of the issue usage appropriate for each item of 
the Scalee A study sample of three teachers and their 
pupils was selected on the basis of the teachers’ scores on 
the Teacher Opening-Closing Behaviours Scalee Pre- and 
posttest measures of moral reasoning were obtained for all 
subjects at the beginning and end of the school year using 
the Kohlberg Moral Judgment Scale, as well as data on sex, 
IQ, and frequency and cognitive level of class participa- 
tion. Further data concerning classroom verbal interaction 
were gathered through recorded class discussions of moral 
dilemmas. 

Analyses of variance and covariance established a 
significant difference between the classes on the posttest 


dilemmas which were repeated from the pretest- A 
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curvilinear relationship was shown between teachers’ use of 
opening and closing behaviours and developmental change in 
pupils’ moral reasoning. Content analysis of the recorded 
class discussions indicated a characteristic sequente and 
emphasis in each teacher's use of opening and closing verbal 
behaviours which may also have contributed to the teacher 
effect found in the studye In addition, pupils who partici- 
pated more frequently in class discussions had higher initial 
levels of moral reasoning, suggesting a possible relation- 
ship between active class participation and long-term 
development in moral reasoning. Although individual measures 
of frequency and cognitive level of class participation 
were not systematically related to change in moral reasoning 
over the school year, the class group which showed the most 
change also showed more generalized class participation. 
While there were no sex differences in initial level of 
moral reasoning nor on the repeated dilemmas of the posttest, 
girls scored higher than boys on the new dilemmas of the 
postteste A confounding of sex and IQ was suggested as a 
possible explanation of this findinge As expected, both 
initial level and developmental change in moral reasoning 
were positively related to IQ. Initial level of moral 
reasoning was consistently found to be the best predictor of 
developmental change. 

Analysis of subjects’ issue usage showed a relation- 


ship between issue usage and stage, with moral problems 
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being defined in terms of particular issues at specific 
stages, and certain issues appearing to be beyond the compe- 
tence of the age range of the sample- A positive relation- 
ship was shown between subjects' moral reasoning scores and 
approximation to scorers' expectations regarding issue 
usagee Changes in level of moral reasoning appeared to be 
preceded by changes in issue usage. 

Teaching style was upheld as an important naturalis- 
tic factor in the development of moral reasoning, while 
initial level of moral reasoning was seen as important in 
planning interventions for developmental changee Because of 
the gradualness of the change process, it was concluded that 
the emphasis in elementary school moral education programs 
should be on the lateral extension of existing moral 
structures, rather than on stage change exclusively» A 
possible model for such within-stage development was derived 
from an analysis of longitudinal trends in the data. 
Finally, the study suggested ways in which the use of a 
combination of opening and closing behaviours in teaching 
style promotes the acquisition of specific logical and 


affective skills required for moral reasoning. 
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TEACHER-PUPIL INTERACTION AND THE DEVELOPMENT OF MORAL 
REASONING IN SIXTH-GRADE CHILDREN 
CHAPTER I 
Introduction 
Background to the study 
In the past decade a number of studies, following 
Piaget (1965) and Kohlberg (1963, 1969a), have investigated 
the factors mediating the development of moral reasoning in 
children of elementary school age (Blatt & Kohlberg, 1973; 
Keasey, 1971, 1973, 19743 Krebs & Kohlberg, 19733 Moir, 
1974; Rest, Turiel, & Kohlberg, 1969; Selman, 1971; Selman 
& Byrne, 1974; Sullivan, 1975; Sullivan, McCullough, & 
Stager, 19703: Tomlinson-Keasey & Keasey, 19743 Tracy & 
Cross, 19733 Turiel, 1966, 1969, 1973bs Turiel & Rothman, 
1972). A number of these studies have attempted experimen- 
tally to stimulate development through systematic interven- 
tionse In contrast, the present study was a naturalistic 
one, investigating factors already present in the classroom 
setting and the effect of these upon the child's level of 
moral reasoning. The classroom variable selected for parti- 
cular investigation was the teacher's day-to-day verbal 
behaviour, analyzed from the standpoint of the intellectual 
operations elicited by the teacher's style of questioning 
in regular classroom interaction (Aschner, 19633; Aschner, 
Gallagher, Jenné, Perry, Farr, & Afsar, 1963, 1965; Galla- 
gher, 1964; Gallagher & Aschner, 1968; Gallagher, Aschner, 
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& Jenné, 19673 Guilford, 1956, 1959, 19663 Guilford & Hoepf- 
ner, 19713; Macdonald & Zaret, 1968, 1970). The relationship 
between this variable and the development of moral reasoning 
in the pupils posed the main problem of the study. The 
relationships of pupil class participation, IQ, and sex 
differences to initial level and developmental change in 
moral reasoning were also investigated. 

While moral development as a whole involves a 
number of dimensions, including moral knowledge, moral 
sensitivity, moral reasoning, and moral action (Baier, 19713 
Gibbs, 19753 Hall & Davis, 1975; Hogan, 1973, 19743; Lickona, 
19763 Rest, 1974b), the present study emphasized the dimen- 
sion of moral reasoning. The understanding of the develop- 
ment of moral reasoning given here is consonant with the 
moral theories posited by Baldwin (1906), Dewey (1959), and 
Mead (1934), and is derived from the cognitive-developmental 
theory of moralization of Piaget (1965, 1967) and Kohlberg 
(1963, 1969a, 19763 Kohlberg, Colby, Speicher-Dubin, & 
Lieberman, 1975), as elaborated by Turiel (1966, 1969, 
1973a, 1974a), Rest (1973, 1974a, 1974b, 1976), and Selman 
(1971, 1975, 19763 Selman & Byrne, 1974). 
Rationale for the study 

According to cognitive-developmental theory, the 
development of moral reasoning involves the acquisition of 
new modes of moral thought and the extension of these to 


new domains of moral decision makinge The individual is 
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said to acquire these new modes through a self-regulated 
process of transformation and displacement of preceding 
modes as a result of interaction with the social environ- 
ments Such development in the moral domain parallels the 
individual’s general cognitive and affective development, 
but is distinct from these. While general cognitive and 
affective development are said to be necessary for the 
development of moral reasoning, they are, nevertheless, 
not sufficient of themselves to ensure such development. 
In addition, the individual must experience cognitive and 
affective conflict in connection with moral issues, lead- 
ing to a state of disequilibrium. The conflict is resolved 
through a process of equilibration, which is the inter- 
action of assimilation and accommodation, assimilation 
being understood as the adaptation of experience to exist- 
ing moral judgment structures, and accommodation as qualita- 
tive structural modification as a result of experience. 
The process is descriptive of either the extension of an 
existing structure to a new domain of moral problem solv- 
ing, termed horizontal décalage, or the development of a 
qualitatively new mode of moral thought, termed vertical 
décalage. In either case, whether through lateral exten- 
sion of existing moral modes or through the acquisition of 
new modes, development is achieved (Kohlberg, 1972a3 
Piaget, 1965, 1967, 19703; Piaget & Inhelder, 19693 Rest, 
1974a, 1974bs Turiel, 1969, 1973a)-. 
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Such an understanding of cognitive and affective 
conflict as mediating the development of moral reasoning 
provides a strong rationale for the empirical investigation 
of teaching style in relation to pupils‘ moral reasoning. 
Since change represents the developmental outcome of the 
individual's interaction with his environment, it follows 
that an environment which stimulates the child to restruc- 
ture his moral experiences is more likely to facilitate 
development than one which encourages the child to merely 
recall specific moral knowledge. Consequently; a style of 
teacher-pupil interaction which keeps the minds of the 
children open to new information, interpretations, evalua- 
tions, and possibilities, through a process of sharing and 
comparing--such a style would be expected to stimulate the 
acquisition of new modes of moral problem solving and the 
extension of these to new domains. 

However, cognitive-developmental theory would appear 
to set limits to the amount of new experience with which 
the child can successfully copee In this theoretical 
framework, structural change is postulated to occur, not in 
a strictly synchronous fashion, but rather through a gradual 
process of stabilization and consolidation during which the 
acquired structure is extended to new domains of applica- 
tion over a period of years (Flavell & Wohlwill, 1969; 
Langer, 19693; Piaget, 1967, 19703 Rest, 1974b). Piaget 


(1970) described two types of assimilation through which 
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this process takes place, namely, recognitory assimilation 
and generalizing assimilation. It is through the process of 
generalizing assimilation that the lateral extension of a 
structure is accomplished. Therefore, a classroom situa- 
tion in which exclusively cognitive memory and convergent 
thought processes are encouraged may be expected to tend 
towards the repetition of familiar experiences, and hence 
to emphasize recognitory assimilation. On the other hand, 
however, a style of classroom interaction which involves 
predominantly divergent thought processes, with little 
opportunity for cognitive memory, convergent, and evaluative 
thought processes, would appear to fail to provide suffi- 
cient opportunities for either recognitory or generalizing 
assimilation, and hence for stabilization and consolidation. 
Consequently, it is expected that a style of teacher-pupil 
interaction appropriate for developmental change in the 
moral domain would involve a flexible combination of memory 
operations, convergent thinking, divergent thought process- 
es, and opportunities for evaluation, when dealing with 
problem solving in the moral domain. 

Langer (1969) and Turiel (1969) have pointed out 
that it is not sufficient for the child to be merely 
exposed to cognitive conflicts to be disequilibrating, the 
conflict must be experienced by the child. While the 
experience of conflict is covert in nature, nevertheless 


certain external indications may be available, such as 
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overt responses to environmental stimuli associated 

with conflict, and evidence in responding that the conflict 
has been perceived. This would suggest that a pupil who 
responds more frequently to problems presented by the 
teacher, or who does so in a more cognitively complex style, 
would give evidence of having experienced the conflict 
contained in the problem. 

Cognitive-developmental theory, therefore, posits 
the need both for the felt experience of cognitive conflict 
and for opportunities for consolidation. Pedagogical theory 
would suggest a parallel between cognitive conflict and the 
stimulation of divergent thought processes on the one hand, 
and between opportunities for consolidation and the stimu- 
lation of convergent thought processes on the other. These 
parallels, however, need to be tested in classroom situa- 
tionse Furthermore, pedagogical theory suggests that parti- 
cipating more frequently and at a higher cognitive level in 
classroom interaction would give evidence of the actual 
experience of cognitive conflict, and therefore, in keeping 
with cognitive-developmental theory, be associated with 
developmental change. This, too, needs to be tested. 

In addition to teacher style and pupil class parti- 
Cipation, sex and IQ differences in relation to moral 
reasoning warrant investigatione While sex differences 
have been found to be associated with level of moral 


reasoning in adults (Holstein, 1972), the findines on sex 
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differences in school-age samples have been inconsistent 
(Turiel, 1973b)- Turiel concluded that differential rates 
of development found between the sexes is related to social 
setting.e Consequently, there is reason to examine the 
relationship between school setting and sex differences in 
moral reasoninge Finally, while cognitive-developmental 
theory holds that intellectual development is an essential, 
but not sufficient, requirement for moral reasoning (Kohl- 
berg, 1969a), the nature of the relationship between IQ 
differences in pupils and the development of moral reasoning 
warrants further research. 

Statement of the problem 

The purpose of the study was to investigate the 
relationships between styles of teacher verbal behaviour, 
pupil class participation, sex, and IQ, and the development 
of moral reasoning in sixth-grade pupils. 

Specifically, the problem was posed in terms of the 
following questions: 

Are there significant relationships between style 
of teacher verbal behaviour and developmental change in 
moral reasoning among the pupils? 

Are frequency and cognitive level of class partici- 
pation by the pupils significant factors in the development 
of moral reasoning? 

Are sex and IQ significant factors in the develop- 


ment of moral reasoning? 
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Definition of terms: 
The terms used in the study are defined as follows: 
each b haviour: defined operationally 
as the teacher's score on the Teacher Opening-Closing 
Behaviours Scale. Teacher verbal behaviours were classified 
according to the type of intellectual operations elicited 
from the pupils as evidenced in their responses. 

Intellectual operations: major kinds of activities 
carried out by the intellect in the processing of informa- 
tione These include cognitive memory operations, convergent 
thinking, evaluative thinking, and divergent thinking 
processes (Suilford, 1956, 19663; Guilford &Hoepfner, 1971). 

Cognitive memory operations: the simple reproduction 
of facts through such processes as recognition, rote memory, 
and selective recall (Gallagher et al., 1967). 

Convergent thinking: the generation of certain fully 
determined, predictable conclusions from a number of facts 
or associations (Gallagher, 1964; Guilford, 1959). 

Evaluative thinking: the judgment of actions, 
opinions, solutions, or persons according to some value 
continuum (Gallagher, 1964; Guilford, 1956, 1959). 

Divergent thinkingt the search for a variety of 
unpredictable alternative solutions, opinions, associations, 
or interpretations from given information (Gallagher, 1964; 


Gallagher et al., 1967; Guilford, 1956, 1959). 
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Opening behaviours: teacher cues eliciting evaluative 
or divergent intellectual operations, as evidenced in pupil 
responses expressing a variety of viewpoints, solutions, or 
evaluationse Opening behaviours stimulate ongoing teacher- 
pupil interaction (Macdonald & Zaret, 1968, 1970). 

Closing behaviours: teacher cues eliciting cognitive 
memory or convergent intellectual operations, as evidenced 
in pupil responses expressing specific, predictable answers, 
or closure regarding viewpoints or eel cienes Closing 
behaviours terminate teacher-pupil interaction (Macdonald 
& Zaret, 1968, 1970). 

Moral reasoning: defined operationally as the pupil's 
score on the Kohlberg Moral Judgment Scale. 

Frequency of Class Participation: a pupil rating 
based upon the number of times the pupil was observed to 
participate verbally in class discussions. 

Cognitive Level of Class Participation: a teacher 
rating of the cognitive complexity of the pupils’ day-to-day 
verbal responses. 

Issue usage: the definition of a moral problem in 
terms of a particular content or dimension, such as persons, 
objects, or actions. The issues related to the moral 
reasoning dilemmas used in the study are Punishment, Proper- 
ty, Affiliation Roles, Life, Contract-Trust, and Law 
(Kohlberg et ale, 19753 Rest, 1973, 1975, 19763 Rest, 


Cooper, Coder, Masanz, & Anderson, 1974). 
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Significance of the study 


A number of studies investigating the development of 
Moral reasoning in children of elementary school age have 
attempted experimentally to stimulate development through 
systematic interventions (Blatt & Kohlberg, 1973; Keasey, 
1973, 19743 Rest et al., 1969; Sullivan, 1975; Turiel, 1966, 
Turiel & Rothman, 1972). The present study is sienificant 
in that it is a naturalistic one, examining the influence 
of factors already present in the classroom situation. 
Determining whether naturalistic factors such as the one 
investigated in the study have a significant effect upon 
developmental change in moral reasoning among the pupils 
provides useful information about the importance of social 
setting in relation to moral development. 

Several studies have investigated mediating factors 
within the child which are postulated or demonstrated to be 
associated with the development of moral reasoning (Keasey, 
1971; Krebs & Kohlberg, 19733 Moir, 1974; Selman, 19713 
Selman & Byrne, 1974s Sullivan, McCullough, & Stager, 1970; 
Tomlinson-Keasey & Keasey, 1974; Tracy & Cross, 19733 
Turiel, 1969, 1973b)- The present study is significant in 
that it analyzed not only pupil variables such as class 
participation, IQ, and sex differences, but factors outside 
the child as well, namely, the effect of the teacher's 
style of verbal behaviour upon the development of the 


child's moral reasoning. While at least one study 
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(Holstein, 1972) has examined the effect of such external 
influences as the role of the parents in such development, 
no previous study has reported findings regarding teacher 
effect in a naturalistic setting upon the pupils’ develop- 
ment of moral reasoning. 

The majority of studies investigating developmental 
change in moral reasoning have allowed only a short period 
of time, ranging from one day to several weeks, between the 
pre- and posttest administrations of the Kohlberg Moral 
Judgment Scale. The present study is significant in that a 
much longer time, almost an entire school year, elapsed 
between the two administrations. Comparison of data for 
shorter time-lapse studies with those from longer time- 
lapse studies is important for a better analysis of the rate 
of developmental change» Such data are also important for 
evaluating the usefulness of present instruments for measur- 
ing short-term developmental change in moral reasoning. 

Furthermore, the administration of pre- and post- 
tests allows analysis not only of the amount of change 
over a period of time, but also permits investigation into 
the nature of that change. The present study not only 
investigated the amount of change that occurred, relating 
this to specific environmental factors, but in a post hoc 
analysis it also examined the issue usage associated with 
levels of moral reasoning, thus providing further data 


regarding the theory of issue usage presented by Kohlberg 
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and his associates (Kohlberg et al-., 1975), and investigated 
and elaborated by Rest (1973; 1975, 19763 Rest et ale, 1974). 
Studies concerned with developmental change in moral 
reasoning have emphasized stage change, consequently 
recommending such procedures as +l reasoning to stimulate 
developmental change. This study is significant in that 
it opens the way for day-to-day educational prescriptions 
facilitating development within stages as an essential 


aspect of the ultimate developmental goal of stage change. 
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CHAPTER II 
Review of the Related Literature 

The psychology of moral development has been inves- 
tigated from various viewpoints, including those of psycho- 
analysis, personality theory, behaviourism, social learning 
theory, and cognitive-developmentalism. In psychoanalytic 
theory, Freud explained moral feelings, thoughts, and 
constraints in terms of the basic personality mechanism of 
the superego (Graham, 1972; Hall & Lindzey, 19573 Turiel, 
1967). The salience of his insights is evidenced by the 
continued use of a refined psychoanalysis in the therapy of 
neurotic guilt, and by attempts to relate psychoanalytic 
theory to more recently developed theories of moralization 
(Gilligan, 1976). In contrast to the clinical approach, 
Hartshorne and May (1928, 1929, 1930) initiated the empiri- 
cal study of moral character traits, which others continue 
to investigate (Havighurst & Taba, 19493; Kay, 1969s: Peck & 
Havighurst, 1960). More recently, Hogan (1970, 1973, 1974) 
proposed a five-dimensional model of moral character and 
personality variables, while Eysenck (1964, 1976) explained 
moral behaviour in terms of personality type and conditioned 
anxiety. 

On the assumption that moral behaviours are a class 
of socially approved conduct, behaviourists such as Skinner 
(1971) explained moral development as learning to respond 


to extrinsic, especially social, rewards for approved 
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behaviour. In contrast, social learning theory posits 
internal behavioural controls which are both affective and 
cognitive, and which function independently of the external 
rewards and punishments through which they were originally 
learnede Aronfreed (1969, 1976), for instance, explained 
conscience and moral behaviour in terms of learned affec- 
tive associations, both aversive and rewarding, coupled with 
learned cognitions which are reasons supporting particular 
prohibitions and commandse In a review of empirical and 
theoretical studies to provide an integrated social learning 
theory of morality, Mischel and Mischel (1976) related 
modeling, vicarious and self-reinforcement, expectancies, 
and goal-setting to cognitive and behavioural competencies 
for morality and self-regulation. However, in social 
learning theory, learning and development are essentially 
the same process, so that in the last analysis, moral 
development remains identifiable with socialization. 

In contrast, cognitive-developmental theory distin- 
guishes learning from development, and understands moral 
development as a self-regulated, interactive process. Like 
social learning theory, cognitive-developmentalism assigns 
an important role to cognitive competencies, both in moral 
reasoning and in relation to moral feelings, moral values, 
and moral behaviourse Unlike social learning theory, 
however, cognitive-developmentalism conceptualizes morality 


and moral development as not identifiable with social 
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approbation and socialization. Accordingly, this theory was 
selected as the framework for the study. 

In order to provide an overview, the literature 
related to the following areas was examined: 
(a) Cognitive-developmental theory of moral development. 
(bd) The logical-operational foundations of preconventional 
and early conventional moral reasonine. 
(c) Stage transition within cognitive-developmental theory 
of moral development. 
(d) Research methodology in the cognitive-developmental 
approach to moral development. 
(e) Research into the conditions for moral development 
among school-age children from a cognitive-developmental 
perspective. 
(f) Systems for observation of teacher-pupil interaction 
related to pupil cognitive conflict. 
Cognitive-developmental theory of moral development 

A cognitive-developmental theory of moral develop- 
ment was proposed by Piaget (1965, 1967) and expanded by 
Kohlberg (1958, 1963, 1969as Kohlberg et ale, 1975). 
Using a series of interviews involving dilemma situations, 
Piaget (1965, 1967) defined a two-stage theory of moral 
development, the first stage being characterized by unila- 
teral respect for adults and heteronomous obedience to adult 
authority, and the second by mutual respect and autonomous 


reciprocity in social interaction. Piaget holds that such 
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development towards maturity in the moral realm parallels 
and interacts with the general intellectual and affective 
development of the child, these beings both a limitation to 
and a necessary but not sufficient condition for development 
in the moral domain. In addition, interaction with the 
social environment is also essential for moral development. 
In Piaget's moral theory, the heteronomous stage is the 
outcome of interaction between the child's preoperational 
cognitive-affective structures and his experience of adult 
constraint in the social environment. The autonomous stage 
develops gradually as a function of the child's frowing 
freedom from adult constraint and his developing capacity 
to relate to the social environment in a reciprocal manner, 
with a consequent gradual emphasis upon intentionality and 
the development of subjective responsibility in moral judg- 
ment. Piaget (1965) documented his two-stage theory of 
moral development by an analysis of children's attitudes 
towards rules, their experience of moral constraint, and 
their sense of justice. According to his (1965, 1967) 
theory and research, autonomous morality is generally 
achieved by the age of 12 or 13, with the attainment of 
formal operations in the logical domain, provided the 
necessary social experience is also available. 

Piaget's stages of moral judgment have been criti- 
cized (Kohlberg, 1963, 1969a; Turiel, 1973a) as not meeting 


his own criteria (Piaget, 1960) for a developmental stage 


ie iene 
_ 


ot noitetimil 8 ee : cet —. sie ale 


tremtolsveb rot noitibnes- analeiviuedon tyd 
edt dtiw oottosietht .«noitibbs ni oniamob pa 
etnsmaofeveb {atom tot falinereas osin ef snemnoxivne nae 
oft ei spste evomonorsten ads yaoodt fsrom 2*tonsit al. : 
lenottereqoorg 2'biido edt naawt sd noitostetad to smootuo 
tiubs to eonslisqxs ein bas asiwhoutte aevitoatis-ovitiaeee 
guats. evomonotus siT «tnemnotivas {Istooe add al tntentanoo a 
aniwore s'bfido ant to noltonut 8,25 ylisubsm aqgoleveb 
uiiosdso snicolsysb ain bas taient ence ¢lvbs, mont mobaext 
.vennsm Ispomiost s at enovubaerns I[sicos ant oF aisles of " 
bas vrilanotinetarl noqu eiesiqme Isubats tnevpeenco.« tiw 
-ubut favom ni ywilidienogest svitoatidue to tnamcoLaveb elt c 
to vtoort easre-owt eid batnemyoob (23@L) tousid stnsm 
eabutints e'nesblido to eteyisns ha yd themgoteveb Letom ; 
bns «toisitetoo {si1om to soneitsaxe tieit ,eelyr sbiswot 
(soeLl .@deL) eb of anibtopoA -veoiteu, to seneg aheae f 
ylfisrenes ef ytifsrtom evomonotus orseeet i aes 
to dnemnistts oft otiw .€f to SI to ens ont yo 
ait bsbivora «mismob Isoisol sft nt Snorer a 
| »-aidslisve oats. et sonalreqx9 fstooce ¥ 
-itine ned rs: srasgbn {esom t0 oun “a ot iF 


17 


sequence, as characterized by changes in quality, form, and 
competencee A review of research based on Piaget's two- 
stage theory concluded that the various characteristics of 
heteronomous and autonomous morality constitute dimensions 
of moral development, rather than integrated stages of 
moral thought (Lickona, 1976). Nevertheless, Piaget's 
general investigative approach and his interactive, 
structural-stage theory provided the foundation for 
research and theorizing in the moral domain within a 
cognitive-developmental framework. 

Kohlberg (1963, 1969a, 19763; Kohlberg et al.-, 1975), 
using a similar approach of interviews based on dilemma 
situations, expanded Piaget's two-stage theory into a 
three-level, six-stage theory, with the moral orientation 


of each stage characterized as follows: 


Level I: Preconventional moral reasoning 
Stage 1: Heteronomous morality 
Stage 23 Individualism, instrumental purpose, and 
exchange 


Level II: Conventional moral reasoning 


Stage 3: Mutual interpersonal expectations, relation- 
ships, and interpersonal conformity 


Stage 4: Social system and conscience 


Level III: Postconventional, or principled, moral 
reasoning 


Stage 53 Social contract or utility and individual 
rights 


Stage 63 Universal ethical principles 
(Kohlberg, 1976, pp. 34-35) 
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A seventh stage, defined in terms of an ontological- 
religious and cosmic orientation, has been hypothesized but 
not empirically verified (Kohlberg, 197lc, 1973a, 1973»). 
Kohlberg’s cross-cultural investigations reported support 
for the hypothesis that these stages define qualitative 
differences in structures which follow an invariant 
sequence, form generalized structured wholes, are success- 
ively more elaborated, differentiated, and integrated, and 
imply universality of sequence under varying cultural 
conditions (Kohlberg, 1963, 1969a, 19763 Kohlberg et al., 
1975: Piazets~1960). 

In contrast to social learning theory which views 
moral development as the direct acquisition of a set of 
rules and the conditioning of behaviour in accordance with 
social norms (Aronfreed, 1969; Bandura, 1969), cognitive- 
developmental theory defines moral development as the self- 
resulated organization of the individual's moral structures 
as a result of interaction with the social environment. 

The developing individual imposes his own structures on 

the environment (assimilation), and his structures are 
qualitatively changed through social experience (accommoda- 
tion). The developing structures represent successive 
transformations of ways of thinking and feeling about the 
social world, about right and wrong, and about the self 

in relation to others-e Moral structures, then, are self- 


resulated conceptual frameworks and problem-solving 
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strategies which represent qualitatively different modes of 
organizing one’s social and moral world. MThese modes imply 
characteristic strategies in dealing with moral problems: 
each stage attends to characteristic stimuli, organizes 
these according to characteristic concepts and categories, 
and employs characteristic integrating principles and 
synthesizing operations in the decision-making process 

(Koni bers, £9714, 1976; Kohlberne et alas 19753 biaget, 1967, 
1970; Pinard and Laurendeau, 1969; Rest, 1974a3 Turiel, 19- 
66, .1969;_ 19.734.) « 

Kohlberg‘s stage definitions, particularly at the 
principled level, have been criticized as intuitive, arbi- 
trary, content-bound, and culturally biased, and his claim 
of universality of moral stages as derived from normative 
philosophy rather than from empirical evidence (Kurtines & 
Greif, 1974; Rest, 1974bs; Simpson, 1974, 1976). Kohlberg 
has also been criticized for his tendency to confuse 
reasoning with reasons, or structure with content, in his 
definition of stages (Crittenden, 1972; Turiel, 1973a), for 
confusing moral judgments with social-conventional judg- 
ments (Turiel, 1974b), and for referring to his six-stage 
typology as depicting moral development as a whole rather 
than as stages of moral judgment (Rest, 1974b). 

Both Alston (1971) and Crittenden (1972) criticized 
Kohlberg's identification of the moral domain with the 


principle of justice without adequate empirical support. 
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Alston questioned Kohlberg’s methodology of investigating 
developmental approximations to an arbitrarily selected 
criterion of "moral", and then using these approximations 
as the basis of prescriptivity on how people ought to 
reason about moral problems. Crittenden criticized 
Kohlberg's identification of the moral domain with justice 
as either too narrow an interpretation of the moral domain 
or too broad a notion of justice, and pointed out the 
difficulty of arguing for a single, ultimate principle of 
morality without at the same time advocating a particular 
moral system. Crittenden also questioned whether all moral 
problems take the form of a conflict between competing moral 
demands, and observed that a more comprehensive understand- 
ing of morality is required if issues of personal commit- 
ment, self-definition, and the formulation of ideals and 
their practical implications are to be given due recogni- 
tion as essential elements of the moral domain. 

While the higher stages have been criticized for 
their content-oriented definition, particularly their 
identification with the principle of justice, the lower 
stages have been more structurally defined, especially in 
the more recent (post-1972) literature. Since these earlier 
stages constitute the main concern of the present study, a 
more detailed analysis of the developmental process involved 


in their formation follows. 
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The logical-operational foundations of preconventional and 
early conventional moral reasoning 

Since the domain of moral judement is defined in 
cognitive-developmental theory as the area of interpersonal 
interactions involving an "ought", the child can be consid- 
ered as exercising some form of moral judsment as soon as 
he perceives any constraints on his interpersonal actions 
(Kuhn, Langer, Kohlberg, & Haan, 1972; Piaget, 1965). At 
this preliminary moral stage, Kohlberg'’s Stage 1, there is 
a fusion of physical and psychological realities: the child 
does not differentiate between the objective, physical 
properties of an object or action and those which are 
subjective or psychological. From this underlying egocen- 
trism follows the non-relational quality of preliminary 
moral thinking, with its "ought" deriving from constraints 
imposed by persons having the physical power to enforce 
their commands, and its judsments of the value of an act 
in terms of physical consequences.e Stage 1 judements, 
consequently, are oriented towards an unquestioning obedi- 
ence to authority figures and the avoidance of punishment. 
Although the acquisition of early concrete operational 
thought in the logical domain is seen as a necessary 
condition for the development of preconventional moral 
reasoning (Kohlberg, 1976), nevertheless the structures of 
Stage 1 moral reasoning exhibit characteristics of preoper- 


ational thought with its lack of differentiation between 
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the objective physical and subjective psychological aspects 
of an object or action. The necessity of engaging in 
intersubjectivity accompanied by an "ought" when reasoning 
in the moral domain renders difficult the achievement of 
moral structures parallel to the structures of the logical 
domain, with a resultant developmental lag or décalage in 
the moral domain (Kuhn et al., 1972; Turiel, 1969). 

From the initial stage of undifferentiated accommo- 
dation to the objective in the moral domain, the child 
eradually succeeds in differentiating the physical proper- 
ties of an object from his own psychological functions 
relating to that object. The unstable equilibrium between 
accommodation and assimilation characteristic of preopera- 
tional thought results in a radical change from the 
objectivity characterizing Stage 1 reasoning to the almost 
total subjectivity characteristic of Stage 2 moral reason- 
inge The child who earlier fused objective and psycholo- 
gical realities now assimilates the objective world in 
terms of his own psychological reactions towards that 
world, so that the moral value of an object or action is 
now derived from its relation to the child's psychological 
desire or motivation. "Right" action then becomes that 
which is instrumental to the child's own needs and desires: 
What is right = What I need or What I want. The second 
major advance of Stage 2 reasoning lies in the ability to 


conceive of another person's status as subject in relation 
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to an object and, consequently, the recognition of the 
other's right to act in accordance with his own instru- 
mental needs- However, this rudimentary intersubjectivity 
allows only for nonreciprocal role-taking: the child does 
not yet comprehend the other individual as reciprocally 
conceiving him in this same status as subject. Consequently 
the child has no awareness of the expectations of others 
towards himself, and therefore no capacity for settling 
interpersonal claims except by exchange or assertion. The 
result is the instrumental need orientation characteristic 
of Stage 2 moral reasoning, with its advance over Stage 1 
in terms of the differentiation of subject and object, but 
with its own characteristic fusion of the "right" or 
"moral" with personal needs and desires, and its inability 
to role-take in a reciprocal fashion (Kohlberg, 1963, 19763 
Kuhn et ale, 19723 Lee, 19713 Turiel, 1969, 1973483 Rest, 
1974a3 Selman, 1971, 1975, 19763 Selman & Byrne, 1974). 

It is the movement into reciprocal role-taking that 
differentiates the child's reasoning at the conventional 
level from his preconventional moral reasoning. Movement 
into the conventional level is characterized by a clearly 
delineated change in cognitive orientation: the child 
begins to conceive of himself as subject from the perspec- 
tive of the other. Since he now recognizes that others are 
making subjective judgments about his own actions, his 


orientation shifts from his own instrumental needs to a 
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concern for how others will evaluate his actions and what 
expectations they have of hime The child is now able to 
role-take the position of a generalized other and to 

derive normative values: What is "right" is derived from 
the values held by all the individuals in one's reference 
group, rather than from a particular actor's instrumental 
needs and desires (Stage 2), or from a specific external 
force (Stage 1). The radical advance of early conventional 
reasoning over the preconventional level is, therefore, 

the development of reciprocal role-takine, increased inter- 
subjectivity, and consideration of intentionality in making 
moral judgmentse This new awareness of the evaluations and 
expectations of others results in the interpersonal concor- 
dance or personal approval orientation characteristic of 
Stage 3 moral reasoning. There is, however, a fusion of 
fact and norm, of what “is" with what “ought” to: be,. at 
this stage, so that what is morally “right" tends to be 
defined in terms of what most people or most role occupants 
actually do, without differentiation from what one ought to 
do in such a role-e There is also a naive assumption that 
all values are shared, and, consequently, that everyone 
would evaluate the self or any other actor in the same way. 
As a result, there is no basis for choosing between the 
conflicting norms or values of the different actors in a 
moral situation. Stage 3 reasoning, therefore, is charac- 


teristically unstable and vacillating (Kohlberg et al., 
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19753 Kuhn et al., 19723 Selman, 1971, 1975)- 

While the child of eleven years of age is already 
beginning to acquire formal operations in the logical 
domain, reasoning in the moral domain lags significantly 
behind at this stage of development, and more closely 
parallels the structure of concrete operational thought 
with its particularistic emphasis. Thus, while the 
beginnings of formal operational thought generally occur 
at age eleven, the same logical structures of abstract 
classification and generalization do not begin to appear 
in the moral domain until at least age thirteen (Kuhn et 
ale, 1972). Kohlberg (1971la) found that while level of 
moral reasoning at age ten was a poor predictor of level 
of moral reasoning in adulthood, level at age thirteen had 
excellent predictive value (r = .78 to .92). Evidently 
the child's moral development between the ages of eleven 
and thirteen is highly mobile, and therefore this age is 
considered a crucial one for educational intervention 


(Kohlberg & Turiel, 1971). 


Stage transition within cognitive-developmental theory of 
moral development 

Unlike psychoanalytic theory which holds that 
all developmental change is an outcome of biological 
changes in the organism, and in contrast to social learn- 
ing theory which maintains that change originates from the 


social world, cognitive-developmental theory holds that 
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stage change represents the developmental outcome of the 
individual's interaction with his environment. Accordingly, 
moral values and judgments are not derived from any innate 
criteria of "right" and “wrong", nor internalized directly 
from the cultural environment through imitation and condi- 
tioning or the process of identification, but rather they 
derive from the individual's “active attempts to organize 
social experience" (Turiel, 1973a, pe 736)- The interactive 
nature of developmental change, therefore, implies that the 
conditions for that change originate from two main sources, 
namely, the cognitive-affective changes within the individ- 
ual, and secondly, changes within his social environment. 
Development is thus seen as a process of self-resulated, 
progressive equilibration. The cognitive-developmentalist 
conception of equilibration involves both equilibrium with- 
in structures, or internal consistency, and equilibrium in 
the interaction with the environmente Consequently, if the 
individual's existing moral structure is in conflict with 
his existing cognitive structures, disequilibrium results. 
Similarly, if his existing moral structure is inadequate 
for dealing with his experiences in the social environment, 
conflict or disequilibrium will result (Kohlberg, 1963, 
1969a, 197la, 1976; Kohlberg et ale, 19753 Kohlberg & 
Tiriel, 19713 Langer, 1969s Piaget, 1965,1967 01970, 10715 
Piaget & Inhelder, 1969; Turiel, 1969, 1973a, 1974a, 1974b). 


Disequilibrium, then, may originate from the 
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following sources: (a) conflicting demands within the 

social environments; (b) conflict between the individual's 
own structures and his experiences; (c) conflict between the 
individual's own structures and his behaviour; (d) inter- 
structural conflict, or the influence of development in one 
domain on development in another; and (e) intra-structural 
conflict, or stage mixture within the same domain (Festinger, 
195739 Kuhn et al. 19723 Langer, 19693) Turiel, 1969, 1973a:;: 
Turiel & Rothman, 1972; Vygotsky, 1962). But whether its 
source is internal or external, the experience of disequi- 
librium is the central dynamic in moral development. 

In order to restore equilibrium, compensatory acti- 
vity is required. The individual may attempt to reduce the 
disequilibrium in one or more ways: he may attempt to do so 
by denying some cognitive or affective aspects of the moral 
conflict through the process of assimilation, thus reducing 
the conflict to dimensions manageable to his existing moral 
structures; he may extend his present structures to include 
new moral situations throuzh horizontal décalaze; or he may 
develop a new, qualitatively different way of dealing with 
the moral conflict through the process of accommodation 
and the movement into a new moral stage.e While the first 
way of responding to moral conflict does not lead to deve- 
lopmental change, it is nevertheless a common way of dealing 
with moral conflict. Because of its relationship to the 


problems of fixation and fluidity in development, it is of 
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importance in any consideration of moral development. 
Kohlberg (1963, 197la3 Kohlbere & Turiel, 1971) 
emphasized that programs of moral development should not 
aim at teaching some specific moral contents, but rather 
at developing the organizational structures by which the 
child conceptualizes, defines, and resolves moral problems. 
Because the development of structures is a self-resulated 
process, stage change cannot be directly taught, but only 
stimulated through the introduction of cognitive conflict 
or disequilibrium into the child's thousht processes. 
Langer (1969), following Piaget (1971), differentiated two 
major parameters in the equilibration process: the organiza- 
tional, or intellectual, parameter; and the energetic, or 
affective, parameter. Both intellectual and affective 
disequilibrium are necessary conditions for development. 
It is, therefore, not sufficient for logical inconsisten- 
cies to be present in the environments; the child must feel 
the disequilibrium, whether consciously or not, before he 
can recognize that something is wrons and be motivated to 
change his conceptual activity. Turiel (1966, 1969) has 
shown that exposure to moral reasoning one stage above the 
child's modal stage supporting two incompatible positions 
in a moral dilemma is effective in creating such cognitive- 
affective conflict, and, consequently, in leading to stage 
change. 


While exposure to reasoning one stage above the 
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child's modal stage has generally been recommended as a 
principal means of disequilibrium and stage change, the 
mere modeling of +l reasoning has been called into question 
as an effective strategy (Keasey, 1973: Rest, 1974a). Rest 
(1974a) contended that the presentation of models is not 
essential to structural change, since cognitive-developmental 
theory describes the acquisition of new structures in terms 
of the individual attempting to reorganize his own logical 
processes, rather than learning from a model. 

The importance of social perspective and social 
participation in mediating stage change have also been 
emphasized (Keasey, 1971; Selman, 1971, 1975, 19763 Selman 
& Byrne, 1974). The provision of role-taking opportunities 
is consequently essential to developmental change, particu- 
larly in the earlier moral stages where the child’s limited 
skill in taking the perspective of another circumscribes his 
ability to make increasingly adequate moral judgments. 

Analysis of issue usage (Kohlberg et al., 1975; 
Rest, 19733 Rest et al., 1969; Rest et al., 1974) has shown 
that entrance into a higher stage of moral reasoning typi- 
cally occurs with a different content issue at different 
stages of moral reasoning. Accordingly, experience of 
cognitive conflict in the appropriate entering issue was 
suggested as an important means of stimulating moral stage 
change. 


Stage change, however, is a gradual process involving 
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numerous experiences of cognitive and affective conflict, 
as well as many opportunities for role taking and for the 
verification of new responses before such a major cognitive 
reorganization is likely (Flavell & Wohlwill, 1969; Langer, 
1969). The gradualness of developmental change has been 
evidenced by several longitudinal studies (Holstein, 1973; 
Keasey, 1973; Kohlberg & Kramer, 19693; Kuhn, 19763 Moir, 
1974; Turiel, 1966). In the studies covering the longest 
time periods (Holstein, 1973s; Kohlberg & Kramer, 1969), 
fewer than one-third of the subjects moved up one stage 
over a three-year period. Consequently, Rest (1974b, 1976) 
warned against a simplistic understanding of developmental 
change which implies that stage change is abrupt and 
complete, rather than gradual, inconsistent, and unstable. 
He further contended that Kohlberg's (1969a, 1971b, 1972a) 
analysis takes account only of stage change, whereas 
development in logical consistency and explicitness within 
each stage are also important aspects of developmental 
changee Rest (1974a) emphasized that educational interven- 
tions must be concerned not only with stimulating stage 
change, but also with facilitating horizontal development 
by extending the full use of an acquired structure to new 
content domains and problem areas, and with preventing 
fixation at the lower stages by stimulating developmental 


fluidity. 
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Research methodology in the cognitive-developmental approach 
to moral development 

Investigations into moral development within a 
cognitive-developmental framework make use of the research 
methodologies established by Piaget (1965) and Kohlberg 
(1958, 1972bs Kohlberg et al., 1975), or of some adaptation 
of these methods. Although research with very young child- 
ren has generally used Piaget's clinical interview method- 
ology, several simplified versions of Kohlberg's scale have 
been developed for use with children aged four to ten 
(Damon, 1975; Kuhn, 1976; Lee, 19713; Selman & Byrne, 1974). 
An objective measure of moral reasoning, the Defining Issues 
Test (DIT), in which subjects rate and rank the issues 
involved in moral dilemmas, was constructed by Rest and his 
associates (Rest et al., 1974). While the DIT has been 
shown to have good validity and reliability (Rest, 1975, 
19763 Rest et ale, 1974), it is, however, not recommended 
for use with subjects below the age of fourteen (Rest, 1975). 

Piaget's clinical interview methodology for assess- 
ing moral judgment involves open-ended dilemma situations 
and role-~taking tasks associated with the four dimensions 
of moral judgment identified by Piaget (1965). Piaget's 
dilemmas assessing objectivity versus subjectivity in 
intentionality have been criticized as necessarily direct- 
ing the child's attention towards consequences in making 


moral judgments (Bearison & Isaacs, 1975; Berndt & Berndt, 
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19753; Breznitz & Kugelmass, 19673 Chandler, Greenspan, & 
Barenboim, 1973s Constanzo, Coie, Grumet, & Farnill, 19733 
Crowley, 1968; Turiel, 1966), and his projective measure of 
immanent justice as eliciting differential levels of response 
according to the study subject's cultural familiarity with 
the story conditions (Magowan & Lee, 1970). While there is 
considerable evidence of response consistency within a 
particular area of judgment, there is marked variability 
from one area of judgment to another (Lickona, 1976). 
Consequently, while Piaget's clinical interview provided 
the methodological basis for assessing the cognitive and 
affective skills related to the development of moral judg- 
ment in very young children, recent studies have been 
largely concerned with the refinement of Piaget's method- 
ology. 

Following Piaget, Kohlberg (1958) developed a series 
of nine open-ended dilemmas designed for analyzing the moral 
reasoning of ten- to sixteen-year-olds using the clinical 
interview method. The original 1958 scoring system and its 
1969 version used both a sentence scoring method (Kohlberg, 
1958; Kohlberg et al-, 1975), and a global scoring or story 
rating method (Kohlberg, 1958; Porter & Taylor, 1972). 
Interjudge agreement for the 1958 and 1969 scoring systems 
are generally reported in the .90 range for trained scorers 
(Blatt & Kohlberg, 19733 Kohlberg & Kramer, 1969; Turiel, 


1966). Test-retest reliability over a one-year interval 
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was -84 (Blatt & Kohlberg, 19733 Kohlberg et ale, 1975)- 

In order to develop a more structural scoring system, 
Kohlberg and his associates revised both the interview and 
the scoring methods in 1972, using a structural issue rating 
method on four storiese The sentence unit having proven too 
small and the story unit too large for structural analysis, 
the issue now became the unit of analysis and classifica- 
tione Issue scores were converted to global scores by 
percentaging across issues. Two forms of the interview 
were developed, consisting of four stories for each form 
(Kohlberg, 1972bd). Interjudge agreement in studies using 
the 1972 system are variously reported as 66% (Rest, 1975), 
70% (Kohlberg et ale, 1975), and 86% (Saltzstein, Diamond, 

& Belenky, 1972) for major stage, and 94% for agreement 
within one-third of a stage (Kohlberg et al., 1975). An 
interrater reliability coefficient of .82 was reported for 
moral maturity scores using structural scoring (Rest, 1975). 
Percent agreement on test-retest using the 1972 system was 
given as 88% for the same stage and 94% within one-third 
stage (Kohlberg et al-, 1975). However, as noted by Rest 
(1975), no details are provided concerning age range, length 
of interval between testing in the test-retest reference, or 
other pertinent procedures related to reliability estimates. 

Revisions continued, and the 1975 standardized issue 
scoring system was developed, with six issue scores derived 


from three stories- The criterion concept, a structurally- 
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derived, stage-differentiated moral judgment on an issue, 
became the model for scoringe Forms A and B of the inter- 
view now consisted of three stories, each with fixed issues 
and problems (Kohlberg, 19763 Kohlberg et ale, 1975). 
Percent interjudge agreement on major stage using the 1975 
system was reported as .98 (Rest, 1975). However, no data 
are available on the intercorrelation of Forms A and B of 
the 1975 system. 

Kohlberg’s structured projective test of moral judg- 
ment has been criticized for the variability and complexity 
of both administration and scoring procedures, for the 
potential for scorer bias in its coding procedures, and for 
lack of direct evidence of both validity and reliability 
(Anastasi, 19763 Kurtines & Greif, 1974; Rest, 1974b, 1975, 
19763; Rest et al-, 1974; Simpson, 1974). Anastasi (1976) 
stressed the need for data on internal consistency of 
responses to individual dilemmas, particularly since these 
responses are combined to yield an overall index of moral 
reasoning maturity. She also noted the lack of data on the 
short-term stability of the individual's moral judgment 
Stage as assessed by the Scale. The comparability of 
subjects’ spontaneous responses to the open-ended questions 
of the Scale, as well as the influence of IQ, verbal facili- 
ty, and other test-taking sets and attitudes upon the free- 
response method employed by the Scale, have also been 


questioned (Kurtines & Greif, 19743 Rest, 1975, 19763 Rest 
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et al., 1974). 

Critics have suggested that certain content features 
of the Scale may confound research resultse Kurtines and 
Greif (1974) noted interdependence in dilemmas, thus reduc- 
ing the range of possible responses, while Lieberman (1971) 
found that the individual dilemma partially determined the 
stage of the response, resulting in performance discrepan- 
cies across the Scale. A significant tendency for moral 
judgment dilemmas involving actors with closer personal ties 
to elicit a higher-stage perspective than those involving 
actors with more distant ties was found by Gash (1976), 
suggesting content bias in the Scalee Simpson (1974) conten- 
ded that the sophistication of language and content associ- 
ated with higher-stage assignment indicated cultural bias 
rather than universal moral judgment structure. 

Turiel (1973a, 1974a) pointed out a confusion between 
stage transition and regression in earlier versions of the 
scoring procedures, particularly in relation to the Kohlberg 
and Kramer (1969) study which theorized a “meta-ethical 
regression" on the basis of late-adolescent responses. 
Turiel'’s critique played an important role in the more 
careful delineation of stage and transitional characteris- 
tics, and consequently in the development of increasingly 
content-free, structurally-defined coding procedures. 

It should be noted that a number of the cited criti- 


cisms, particularly those dealing with administration and 
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scoring procedures, were directed towards the original 1958 
and 1969 methodology. Because of the general unavailability 
of the 1972 and 1975 instruments, however, many researchers 
and reviewers have continued to use the earlier, less 
standardized versions of the Moral Judgment Scale. 

In responding to his critics, Kohlberg (1976) 
emphasized that the validity of a test of moral judgment 
must be defined in terms of construct validity, or theoret- 
ical fit, rather than prediction to an external criterion 
such as behaviour, and asserted that the 1975 scoring system 
“goes as far toward standardization as is possible while 
maintaining theoretical validity" (p.- 46). While citing 
data to indicate that stage of moral judgment is a better 
predictor of moral behaviour than traditional measures of 
moral development, Kohlberg nevertheless rejected the use 
of moral behaviour as a proper external criterion for 
validating a test of moral judgment (Kohlberg, 1969b, 1976; 
Kohlberg & Mayer, 1972). Although evidence indicates that 
moral judgment is necessary but not sufficient for moral 
behaviour, the relationship between judgment and action has 
yet to be conceptualized within a cognitive-developmental 
theory of moral development (Kohlberg, 1976). 

While notable advances have been made in the standar- 
dization of the Moral Judgment Scale since 1972, it contin- 
ues to be time-consuming and difficult to administer (Rest, 


1975, 19763; Simpson, 1976), requiring considerable training 
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in interviewing and scoring procedures (Kohlberg et ale, 
1975), as well as background in structural-stage theory of 
development in general. Rest (1974b, 1975, 1976) stressed 
the danger of identifying and assessing stages of moral 
judgment and moral development as a whole by means of one 
type of measure exclusively, and urged the development of 
a variety of instruments and formats for collecting moral 
judgment data. Kohlberg (1976), however, maintains that 
the use of his methodology is essential for testing theoret- 
ical propositions derived from the cognitive-developmental 
theory of moral stages. 

Research into the conditions for moral development among 


school-age children from a cognitive-developmental perspec- 


tive 


The development of Kohlberg'’s Moral Judgment Scale 
made possible the investigation of environmental conditions 
which tend to promote the development of moral reasoning. 
The paradigmatic design for research in this area arose out 
of Turiel's (1966) study of invariant sequence in moral 
stage development. In his treatment sessions using three 
Kohlberg dilemmas, seventh-grade boys were individually 
exposed to moral reasoning at a stage either one below, one 
above, or two above their own modal stage, as determined by 
prior testing on the other six dilemmas of the 1958 Kohlberg 
Scale.e A control group was also pretested on the same six 


dilemmas. Subjects and control group were retested for 
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Moral Judgment scores on all nine dilemmas. Exposure to 
+1 reasoning, in contrast to -1l or +2 treatment, resulted in 
small but significant increases in Moral Judgment scores on 
the three treatment dilemmas, with marginally significant 
increases in scores on the other six dilemmas. Turiel's 
analysis provided at least tentative support for the notion 
of invariant sequence, and for the generalization of moral 
concepts from the treatment dilemmas to the new dilemmas on 
the posttest. His research also suggested that +l reasoning 
was an apt treatment for stimulating stage progressione 
Intervention by +l reasoninge In line with this, 
Blatt and Kohlberg (1973) investigated the effects of 
guided peer discussion of moral dilemmas, characterized by 
conflict arousal through questioning and disagreement, and 
the presentation of reasons one stage above the subject's 
spontaneous usage-e The treatment lasted for twelve weeks, 
with one hour of discussion each week. The experimental 
group was tested before the treatment began, and retested 
at the end of the twelve-week period and again one year 
later. Experimental subjects showed a significantly greater 
increase in Moral Maturity scores compared to the control 
group (p= 01). A further study was carried out with 
subjects from lower socio-economic groups with basically 
the same treatment. In the second study, however, the 1972 
structural issue rating method was used in scoring responses 


rather than the 1958 sentence and global scoring methods 
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used in the first study. Although the experimental subjects 
in the second study also showed a significant increase in 
Moral Judgment scores compared to the control group (p<<-05), 
the increase was smaller than in the first study. The 
smaller change may be attributed either to the different 
social class in the study samples, or to the difference in 
scoring procedures used in the two studies. Similar data 
indicating the effectiveness of +l reasoning as an inter- 
vention was found by Rest, Turiel, and Kohlberg (1969), and 
by Keasey (1973). 

In their study to analyze the effectiveness of +l 
interventions, Rest, Turiel, and Kohlberg (1969) found that 
their fifth- and eighth-grade subjects preferred advice at 
stages higher than their own, with +l advice being preferred 
for structural reasons and +2 advice for content reasons. 
Advice below their own stage was categorized as the worst 
advicee As for comprehension, they found that subjects 
recalled more -1 advice than any other; that as the stage 
level of the advice increased beyond the subject's modal 
stage, recapitulation decreased in accuracy; and that there 
was a general tendency to distort advice to the subject's 
own level or below, with disliked advice showing more 
distortion to the -l1 level than preferred advice. 

In view of these findings, comprehension of and 
preference for stages of thought relative to one's own were 


seen as indicative of a natural hierarchical relationship 
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between modes of thought. The effectiveness of +l reasoning 
as an intervention was related to this hierarchy. Keasey 
(1974), however, reanalyzed these data (Rest et ale, 1969) 
and data from a further study among senior high school 
students (Rest, 1973)- Since individuals do not consistent- 
ly differentiate +l and +2 reasoning (Rest et ale, 1969), 
and since some individuals indicate preference for stages 
which they are unlikely to comprehend (Rest, 1973), Keasey 
concluded that there is evidence for a two-level rather than 
a hierarchical preference for stages of moral reasoning, 
viz-e, for same-stage and higher-over-lower-stage reasoning. 
If a two-level interpretation of the data is correct, it 
implies that +l interventions are not always apt for stimu- 
lating the disequilibrium necessary for stage progressione 
Moreover, in reviewing their data, Blatt and Kohlberg (1973) 
noted that change in Moral Judgment scores for individual 
subjects was commensurate with their expressed interest in 
the discussions, supporting Langer’s (1969) theorized rela- 
tionship between developmental change and the felt experi- 
ence of disequilibrium. This leaves open the possibility 
that the thorough questioning and the disagreement may have 
been as effective a part of the treatment as the presenta- 
tion of +l reasoning. 

Intervention by teaching method. The value of ques- 
tioning and of structured class discussion was tested ina 


project carried out by Sullivan and associates (Sullivan, 
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1975) in which they compared a control class with an experi- 
mental class taught by carefully designed teaching methods. 
During the first year of the project, an experimental class 
of fifth graders (N = 20) was involved twice a week in mini- 
courses that encouraged reasoning on value issues, using a 
theoretical discussion method in which the teacher took a 
strong leadership role, raising and responding to questions. 
During the following year in sixth grade, an event approach 
such as simulated town meetings or courtroom trials was used 
for the twice-weekly periodse The design of these learning 
experiences highlighted episodes stimulating moral reasoning 
at a higher stage than that of the pupils. A significant 
difference in moral judgment scores for the experimental 
class was found between the pretest and the first posttest 
at the end of the first year, and between the first and the 
followup posttest at the end of the second year- Comparison 
with a control group (N = 21) at a nearby school revealed no 
significant difference between the groups on the pretest and 
first posttest scores, but a significant difference on the 
second posttest. The researchers concluded that the experi- 
mental teaching methods were effective in promoting the 
development of moral reasoning because they provided oppor- 
tunities for decision making and conflict resolution. 
Intervention by presenting opinions. In order to 
identify more clearly the effective element in interventions 


for stage progression, Keasey (1973) exposed his fifth- and 
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sixth-grade subjects either to one-sided presentation 
consisting of arguments supporting one opinion in a dilemma, 
two-sided presentation consisting of arguments supporting 
both sides of a dilemma, or to reasoning one stage above 
their modal stage. One-sided presentation produced signifi- 
cantly more opinion change than exposure to two-sided 
presentation (p< .005), and exposure to +1 reasoning was 
more effective than exposure to same-stage reasoning (p< 
005). Although subjects exposed to a higher-stage model 
showed significantly greater treatment effect after one day, 
all experimental groups showed the same amount of upward- 
stage change compared to the control group after two weeks. 
Differential effects in opinion and reasoning change among 
the subjects led Keasey to conclude that the two processes 
are independent. 

To further test the relationship between the two 
processes, Keasey (1974) compared sixth-grade girls and 
college coeds on their rating of two types of responses to 
moral dilemmas.- One type of response consisted of opinions 
as to how the dilemma should be resolved, while the second 
type of response provided moral reasons at various stages 
supporting the opinion. Subjects, particularly the pread- 
olescent girls, rated moral judgments in which the opinion 
agreed with their own pre-established opinion significantly 
higher than disagreeing opinion (p= .005)- Opinion agree- 


ment exerted a greater influence than stage of reasoning 
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for both groupse In a followup experiment with different 
subjects, Keasey (1974) again asked subjects to rate 
responses involving both agreeing and disagreeing opinions, 
but compared effects of exposure to reasoning at one stage 
above and one stage below the subject's modal stage. Find- 
ings were confirmed from the first study, indicating the 
greater relative importance of opinion agreement over stage 
of reasoning (p=<.005). Moral judgments containing +1 
reasoning were rated significantly higher than those 
containing -l1 reasoning (p=—.005).- The two experiments 
provided evidence that while both opinion agreement and 
stage of supportive reasoning influence evaluations, the 
two components do not appear to interact. His studies, 
then, gave support to Keasey's (1973) suggestion that 
individuals resolve disequilibrium in one of several ways, 
and that resolution leading to upward stage change is 
largely dependent upon the individual's readiness for such 
change - 

Intervention by behavioural change. A stage-specific 
readiness for intervention also received support in a study 
where the intervention required subjects to make a behav- 
ioural choice (Turiel & Rothman, 1972). A number of 
studies have examined the effect of stage of moral develop- 
ment on behaviour, and in general found that the higher the 
stage of moral reasoning the more probable the congruent 


moral behaviour (Kohlberg, 1969bs Krebs & Kohlberg, 1973). 
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In contrast, Turiel and Rothman (1972) examined the effects 
on moral reasoning of behaviour as well as of advice. The 
dominant stage of moral reasoning of each subject was deter- 
Mined using six dilemmas from the original Kohlberg Moral 
Judgment Scale. The pretest was followed by an experimental 
Situation in which subjects were required to choose whether 
to stop or continue an experiment. Before choosing, experi- 
mental subjects were exposed to +l reasoning supporting one 
behavioural choice and -l reasoning supporting the other 
behavioural choicee The reasons advanced were adapted from 
Kohlberg's 1958 coding formse Subjects made a choice, and 
were interviewed by the experimenter concerning their 
reasoning preferencese Control subjects were given the 

same choice situation, but were not exposed to reasoning. 
Compared with control subjects, no shift in behavioural 
choice was found in Stage 2 and 3 subjects as a result of 
the reasoning presented. However, +l reasoning led to a 
behavioural shift for Stage 4 subjectse A greater number 
of subjects preferred +l statements, except for those whose 
behavioural choice was consistent with a -l alternative. 
These subjects showed no clear preference for either +l or 
-l1 statementse One week after the experimental situation, 
subjects were again tested for stage of moral reasoning 
using five of the pretest dilemmas and three new dilemmas 

to test for generalization to new domains- No significant 


stage changes were found in the posttest. 
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Turiel and Rothman concluded that while Stage 2, 3, 
and 4 subjects all showed a preference for +l reasoning, 
only those reasoning at Stage 4 integrated the two domains 
of reasoning and behaviour, suggesting a developmental 
progression from segregation to integration of differenti- 
ated domains. The authors also suggested that while expo- 
sure to +l reasoning may not have immediate effects upon 
the individual's own level of moral reasoning, nevertheless 
coordinating one's behaviour with +l reasoning may lead to 
disequilibrium between reasoning and behaviour, and conse- 
quently to a reorganization of one's mode of reasoning. 

Correlates of stage change. The foregoing interven- 
tion studies indicate that environmental or instructional 
conditions which present +l moral reasoning tend to stimu- 
late the development of moral reasoning. But these studies 
also indicate that the resultant increases in moral judg- 
ment scores are small (Keasey, 1973; Turiel, 1966), and in 
some cases not immediately measurable (Turiel & Rothman, 
1972). In order to identify desirable instructional condi- 
tions more precisely, it is useful to review studies of a 
number of correlates of moral reasoning change, viz: stage 
mixture, role-taking ability, cognitive development, moral 
knowledge, and sex differences. 

The small change in moral reasoning scores produced 
by intervention studies indicate that the change process is 


gradual rather than synchronouse fTuriel (1969) found 
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further evidence of this in the relationship of stage 
mixture to stage change. Ina reanalysis of data from 
seven different sources including Kohlberg (1958), Owen 
(1968), and Kramer (1968), as well as new data gathered 

for the purpose, Turiel examined the stage mixture of a 
large number of subjects aged ten, thirteen, and sixteen 

at the time of testing. All subjects had been administered 
very similar moral judgment interviews, and the original 
coding system had been used in scoring. A variation score, 
or measure of stage mixture, was computed, with higher vari- 
ation scores reflecting greater stage mixture. Findings 
indicated that stage mixture in an individual is related to 
the developmental process, with stage mixture being greater 
during periods of more rapid development. Urban children 
were more advanced than rural children at ages ten and 
thirteen, and showed more stage mixture. At age sixteen, 
however, rural subjects reached the stages already achieved 
by the younger urban children, and showed a much greater 
degree of stage mixture than at ages ten and thirteen. 
Older subjects at lower stages showed little stage mixture, 
suggesting fixation of moral reasoning processes at a lower 
level, and less susceptibility to higher-stage thought. 
Turiel concluded that while variation can typify an active 
process of change, lack of variation may be associated with 
either fixation at a lower stage or a temporary period of 


stable, equilibrated functioning. Stage mixture was thus 


gagte to gidenoitsfer eft mt eids to sonsbive 
mont atab to aleyianees & Al wounado onstea oF is 
new (Geel) aredidod anibutont aeotwoe tnetettib naves — 
peusitsa ateb won as Low 8s .(Bde0L) tems bw (880L) 
@ to etutxim este aft benimexs Leis? <saoatsg ent tot 
atootdue to  tsdmun satel 
pexeteinimbs mood bsi arsstdve CLA snniteet to emiy eft Fa) 
vaweiviatat tnembst teton rslimie yiev 
«anitooe nt boew niged bet meteye anibos 


, 
) 


nestxia bone «nestridt «net peas 


fenigixno sit bos 
,evooe noitsinzsvy & 
-fxev tefinid diiw «betugmoo esw ,etutxim egstea to stueaeM TO 
eanibnli -smwtxim osste 197897 anitoslier eetooe noits 
of batalex ai faubivibni os nt erutxim saste tant pstsotbnai 
getsers snisd sivtxim space asiw vawenone fatnemqoLeveb aft 
neibiido asd -tAhamgolseveb biqs: svom to abolteg _aninub 
bone nat eess ts netbiido Lew nedt bsonsvbs stom etaw 
ynasixie ops tA. -otutx im easte ston bewods BAS eneotr int 
beveidos ybeaetis eonere ont berloset atoeidve Init .Tevewor 
aeteera Spum 5 beworls Ons nerbL its NsdtTy TaRMvOY, odt yd 
.nostuidd bas net eeps ts nant axutxin enete To eotapb 
ountxin ensia olttil bewode eoaste xawol ts etoojdve seblo 
sawol & ts eseeeno7g aninossey ferom to nottaxét pn iteenaue | 
stiauodt osste-ronsin ot ytiliditqsoaue aeel bas. efovel 


evitos ns yiiqys nso Rokr niIay ote tedt bebwfonos ae 


20 botveq yxstogmes s to onste qowol s ts noitaxit 4 at 
audt esw owrxim szet2 -aninoitonut betaiiiliupes » fi 


ial, 


47 


concluded to be an essential aspect of the developmental 
processe In amore recent study of 76 seventh-grade 
subjects, however, Tracy and Cross (1973) did not find an 
association between stage change and stage mixture. 

In the same study, Tracy and Cross pointed to another 
aspect of stage mixture. Noting that initial level of moral 
judgment emerged as the most significant variable associated 
with shift of moral judgement in their intervention study, 
they emphasized the need to control for initial level of 
moral reasoning in structuring intervention studies. 

A second correlate of moral reasoning is role-taking 
ability. Selman (1971) explored the relationship between 
role-taking ability and moral reasoning in 60 children aged 
8 to 10. The sample was stratified for sex and age. Selman 
administered Kohlberg‘s Moral Judgement Scale, two role- 
taking tasks (Flavell, 1968), and a conventional measure of 
intelligence. He found a significant association between 
preconventional moral reasoning and nonreciprocal role 
taking, and between conventional moral reasoning and reci- 
procal role taking on each of the role-taking tasks (p— 
-01). However, findings were limited to children of middle- 
range intelligence.- Selman observed that children of a 
mental age of approximately ten are beginning to make use 
of their newly developed role-taking skills in making 
conventional moral judgmentse One year later, ten subjects 


who scored low in both measures were retested. In this 
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smaller sample, attainment of reciprocal role taking was 
again shown to be necessary but not sufficient for conven- 
tional moral reasoning. Selman emphasized the mediating 
function of role taking in moral reasoning by contrasting 
the ‘quid pro quo’ perspective and self-concern characteris- 
tic of Stage 2 reasoning with the Stage 3 focus on the 
consequences of one’s own actions upon the subsequent 
reactions of one's partner in a dyadic interaction. 

In a further analysis of the development of role 
taking, Selman and Byrne (1974) interviewed 40 middle-class 
children aged 4, 6, 8, and 10, evenly distributed for sex 
and agee Subjects were shown two filmstrips, each present- 
ing an open-ended socio-moral dilemma, similar to Kohlberg's 
1969 dilemmas but simplified for use with young children. 
The children’s responses to each dilemma were analyzed 
according to a previously constructed sequence of role- 
taking levels based on Feffer's (1959, 1971) and Flavell's 
(1968) analyses, as well as on Selman's previous (1971) 
research. Findings indicated that role-taking structures 
are identifiable within the context of moral reasoning in 
a form and sequence similar to those described in other 
areas of interpersonal functioning. 

In a similar study, Moir (1974) investigated the 
relationship between scores on role-taking tests and on 
moral judgment in eleven-year-old girls, reasoning predomi- 


nantly at a Stage 2 level. Role taking was shown to be 
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strongly associated with maturity of moral reasoning (r = 
-7173 p— .005)- Results suggested that the emergence of 
conventional morality is accomplished in a sequence of small 
transitions, rather than in a synchronous fashion. 

Among the consequences of acquiring role-taking 
abilities are capacities for social participation and for 
altruistic behaviour. The relationship of these behaviours 
to moral reasoning has also been investigated. Keasey (1971) 
obtained measures of moral judgment and social participation 
from a large sample of fifth- and sixth-grade subjects. 
Findings supported the hypothesis that stage of moral judg- 
ment is positively related to extent of social participa- 
tion, whether judged by self, peers, or teacherse Rubin and 
Schneider (1973) concluded that the increase in altruism 
with age noted in psychological literature and supported by 
their research findings is, in part, a function of the 
child's increased ability to decenter. 

Increased decentering is a function of cognitive 
development, which has been examined in a number of studies 
as a correlative of the development of moral reasoning. 
Tomlinson-Keasey and Keasey (1974) examined the mediating 
role of cognitive development in moral reasoning among 
subjects who were just beginning to acquire formal opera- 
tions and subjects advanced in formal thought. They admini- 
stered the Kohlberg Moral Judgment Scale and three Piagetian 
formal-operational tasks (Inhelder & Piaget, 1958) to 30 


| by ie expnorionye «nk aiid cotines 5 oitt a4 


eablet-efoy siitispos to asonadigednes ett anomk © J ' 


tot bas ‘noktag to L384 {look Ot salt toadeo ere seer ehiee i 
wri0 ivatied egend to qidgtoitalea ant smboivarted “7, a’ 
(1V@L) ysase% -fotapitasvat nead ob fs agit an inopset Letom of | 


noltsqioitiad Isisor bas Tnemhes seetoim to astueeen meatanen - . 
ay : 


setoatdun obsrndixio brs -fitt it Yo efaney enw a 
“nut, Lattom te ensre tant aivedtogya atiy besteaqdye aan thaly 
-suinitray [ellooe ‘to tnotxe of bat sien yfevitimog at sion 
Hong niduh «asesfored to .atsed tise yd houhet veldtetw wnolt 
naiuatts at sagectont oft tect haeulonos (eer) aan 
vd Fetadaqte has eruteteril ny ind foraved ni heaton ohn itiw a} 
ett to acitonwt 2 .dtea ni ,al eeiibast doxseuet thede 7 
tognanch of yhifics tousexont o*biitto 
a | 


evitinnos to moitonst s si gn tetairngoeb hasesiant 


% 


apibute Yo tedmuin @ ni beaniasxs riesd ash foitw etngmge eyah 


saninorsey Iexom to tasmgolevab eft to evigsieniop pis iv 
anitsibem at fenimexs (#5 QL) Yoesst ban yeakeXk-nowal. | 
AAO bainonss’ Innom a tasmolevet ev id tngoo toere 
“BIO. Taesot oriupes oF nninnized tevk evew aw ptoet an 7 


~inimhs $ wi ea fomat at again efost dus bra! a 


50 


sixth-grade girls and 24 college coeds. The systematic 
relationships found between the stages of cognitive and 
moral development suggested that while advanced cognitive 
Operations are a prerequisite for principled moral judgment, 
there is a lag between the acquisition of logical operations 
and their application to the moral domain. In particular, 
findings indicated that transition to early formal opera- 
tions among the twelve-year-old girls in the sample was 
accompanied by transition to conventional rather than to 
principled moral reasoning. A comparison of the moral 
reasoning scores of subjects from both age groups with 
similar cognitive development revealed a significant differ- 
ence in moral reasoning (p—.001). Formal operations in 
the logical domain, therefore, were found to be necessary 
but not sufficient for principled moral thought. 

Sullivan, McCullough, and Stager (1970) also 
examined the relationship of cognitive development and 
moral reasoning, but located their research in the 
conceptual-systems framework of Harvey, Hunt, and Schroder 
(1961) and Hunt (1966), which assumes that the normal 
course of development under optimal conditions leads toa 
more flexible orientation towards the environment and the 
interpersonal world. Their study investigated the relation- 
ship between conceptual, ego, and moral development. They 
correlated scores on the Conceptual Level Questionnaire 


(Hunt & Halverson, 1964), the Kohlberg Moral Judgment Scale 
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(Kohlberg, 1958), and Loevinger's Ego Development Test 
(Loevinger & Wessler, 1968) of a sample of 120 subjects 

aged 12, 14, and 17. The correlation of scores on the three 
scales indicated a positive relationship of moral reasoning 
both to conceptual level and to ego development. 

Other studies measuring intellectual ability by 
conventional quotient methods have consistently found a 
positive but medium correlation between IQ and stage of 
moral reasoning for preadolescents.e Tracy and Cross (1973), 
in a study of 76 seventh-grade boys aged 12 to 14, found a 
correlation of .33 (p=<<-01)- Similar results were found 
by Kohlberg (1964) and Keasey (1971). However, Tracy and 
Cross also found that although initial stage of moral 
reasoning was positively related to IQ, upward change was 
not. 

The positive correlation between cognitive develop- 
ment and moral reasoning gives rise to the question of a 
possible correlation between moral knowledge and stage of 
moral reasoninge Turiel (1973b) made a comparative analysis 
of moral knowledge and moral judgment in 210 males and 
females between the ages of 10 and 16, for three types of 
schools--progressive, traditional, and parochial. While 
moral judgment scores among subjects increased with age, 
moral knowledge test scores decreased with agee Turiel 
interpreted this finding as an indication that cultural 


values are interpreted differently as modes of moral 
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reasoning change. 

Turiel's (1973b) study also examined sex differences 
as a correlate of moral reasoning. He adapted the original 
Kohlberg Moral Judgment Scale, with its all-male protagon- 
ists, to provide both male and female protagonists. In 
administering the moral judgement tests, the experimenter 
established all possible combinations of sex of subject, 
sex of interviewer, and male versus female form of the 
interview. <A five-way analysis of the data yielded no 
Significant interaction effects between these sex-related 
testing variables. However, an analysis of moral judgment 
scores indicated that while boys and girls in the sample 
passed through the same stage sequence, they did so at 
differential rates. A significant sex-by-age interaction 
was found (p= .05), with girls being more advanced than 
boys at ages ten and thirteen, and boys scoring slightly 
higher than girls at age sixteen. 

In reviewing this finding, Turiel summarized the 
findings of sex differences from a number of studies across 
a wide spectrum of ages (Haan, Smith, & Block, 1968; Hendry, 
1960; Holstein, 1969: Krebs, 1967; Lockwood, 19703 Sullivan 
et al., 1970: Weisbroth, 1970), and concluded that the 
inconsistent sex differences in research findings were 
attributable to social setting rather than to inherent sex 
differences in either the form or potential level of moral 


development. 
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The foregoing correlational studies are suggestive of 
various social and instructional conditions that would be 
effective in promoting progression through the stages of 
moral reasoning. Conditions, for instance, which provide 
for cognitive development through decentering and role- 
taking opportunities would be helpful. Cognitive conflict 
appears to be directly related to the development of moral 
reasoning, so that it is useful to be exposed to discussion 
topics which create interest; to questions, opinions, and 
reasoning slightly above one's present level of competence; 
to moral knowledge which becomes a point for questioning; 
and to the requirements of having to make a behavioural 
choices Furthermore, since differential rates of progress 
in moral reasoning may be associated with different levels 
of intelligence and with sex-role differences, some modifi- 
cation in instructional conditions would seem to be required 
for pupils of high as against low intelligence, and for boys 
as against girls. 

Naturalistic studies.- These possible implications 
for social and instructional settings have so far not been 
tested by naturalistic studies. In fact, the effects of 
naturalistic settings have been noted in only a few studies. 
Turiel (1973b) found that subjects from the progressive 
school in his sample were more advanced in moral reasoning 
than those from the traditional school, who in turn were 


more advanced than subjects from the parochial school 
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(p=. .001). However, the assumption that a parochial school 
is necessarily a different type of school from either the 
progressive or traditional types, rather than located some- 
where along a progressive-traditional continuum, lessens the 
generalizability of Turiel's findings regarding types of 
schools. 

Among the requirements for naturalistic studies is 
the availability of instruments for the observation and 
quantification of human interaction in particular social 
settings. To date such instruments have not been developed 
within a cognitive-developmental framework. In order to 
record the instructional environment of schools, it is 
necessary to turn to instruments developed within another 
theoretical framework for the analysis of classroom inter- 
action. 

Systems for observation of teacher-pupil interaction related 
to pupil cognitive conflict 


A number of systems of classroom interaction analysis 
have been constructed which analyze teacher-pupil verbal 
exchange from the standpoint of the intellectual operations 
involved. These include the systems developed by Flanders 
(1960, 1970), Smith and Meux (1962), Aschner and Gallagher 
(Aschner et ale, 1963, 1965), Taba and Elzey (1964), Bellack 
and associates (Bellack, Kliebard, Hyman, & Smith, 1966), 
Davis and Tinsley (1968), and Macdonald and Zaret (1968, 
1970). Guilford's (1956, 1959, 1966; Guilford & Hoepfner, 
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1971) model of intellectual functioning has provided the 
theoretical framework for several of these systems of analy- 
sis. While both Piaget (1963; Piaget & Inhelder, 1969) and 
Guilford analyzed the intellectual operations involved in 
the processing of information by the organism, Guilford did 
not focus on the developmental stages of intellectual opera- 
tions. He proposed a model of intellectual functioning 
which involved five operations, namely, cognition, memory, 
convergent production, divergent production, and evaluation. 
In Guilford's analysis, cognition describes the intellectual 
processes of recognition, discovery, and comprehension, 
whereas memory refers to the retention of what has been 
cognized. While cognition factors "represent functions on 
the receiving end of behaviour sequences" (Guilford, 1956, 
pe 269), convergent and divergent thinking operations 
involve the production of new information from what has 

been cognizede Guilford described convergent production as 
the channeling or controlling of thought towards one correct 
response, as distinct from divergent production which 
involves movement in several different directions and the 
production of a variety of responses, with the product not 
completely determined by the given information as in conver- 
gent production. Since convergent thinking results in one 
predictable outcome, multiple-choice tests are well suited 
to the measurement of such ability. The assessment of 


divergent thinking, on the other hand, requires open-ended 
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or completion tests. The fifth intellectual process 
described by Guilford, that of evaluation, involves judg- 
ments as to the correctness, adequacy, or functionality of 
what is known, remembered, or produced. 

Using Guilford'’s (1956) structure-of-intellect model, 
Aschner and Gallagher (Aschner et al-, 1963, 19653 Aschner, 
1963; Gallagher, 1964; Gallagher & Aschner, 1968; Gallagher, 
Aschner, & Jenné, 1967) developed a system of classroom 
verbal interaction analysis in which the observation cate- 
gories corresponded to Guilford's four primary categories 
of intellectual operations: Cognitive Memory, Convergent 
Thinking, Divergent Thinking, and Evaluative Thinking. A 
final category, that of Routine, was added to cover misce- 
llaneous classroom activities and management. Productive 
Thinking was defined to include convergent, divergent, and 
evaluative processes through which the individual produces 
new facts and ideas from past and present information and 
experience. The system was tested in 12 junior high school 
classes of intellectually superior children in a variety of 
subject matters. Differences between boys and girls in the 
production of various types of thinking approximated the 
-10 level of significance (Mann-Whitney U Test), suggesting 
power to discriminate between the categories. 

Macdonald and Zaret (1968, 1970) utilized the Guil- 
ford model to classify teacher-pupil verbal interaction 


along a process continuum of Openness-Closedness in verbal 
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behavioure Unlike the Aschner-Gallagher system, however, 
Macdonald and Zaret included only divergent and evaluative 
processes in Productive Thinking, and developed a new dimen- 
Sion, that of Reproductive Thinking, to include convergent 
thinking and cognitive memory operations. The unit of 
verbal interaction analyzed by Macdonald and Zaret is the 
critical incident, which involves verbal interaction between 
teacher and pupil, or between pupils, its completion being 
marked by a critical shift, or reorientation of verbal 
interactione Since the eliciting of Productive Thinking 
stimulates ongoing verbal exchange, it reflects Openness in 
classroom interaction, while the eliciting of Reproductive 
Thinking terminates interaction, thus reflecting Closedness 
in interaction. The Macdonald-Zaret system was tested on 

9 elementary school classes, with 90% agreement between 
observers on the identification of critical shifts and 81% 
agreement on the classification of verbal behaviours being 
reportede Unlike the findings of many studies which report- 
ed only small differences among teachers (Flanders, 1960; 
Bellack et ale, 1966) and small numbers of behaviours 
classifiable as divergent or evaluative (Smith & Meux, 1962; 
Meux, 1963), the Macdonald-Zaret (1968) study found a vari- 
ance among teachers in their sample significant at the .05 
level or beyond. This difference may be attributed to the 
more global behavioural dimensions of Openness and Closed- 


ness used in the Macdonald-Zaret systems While this global, 
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bi-polar dimension of Openness-Closedness discriminates 
between teaching styles, the subclassifications of the 
Macdonald-Zaret system are less precisely defined than those 
of the Aschner-Gallagher system, and consequently require 
more interpretation by the observer in coding behaviours. 

The distinction between Openness and Closedness in 
teacher-pupil verbal interaction suggests a parallel with 
the disequilibration-equilibration process in cognitive- 
developmental theory. Teaching style which stimulates 
disequilibrium may be re-ordered in terms of Openness in 
classroom interaction, while teaching style which does not 
induce disequilibrium may be described in terms of Closed- 
ness in classroom interactione Because of this parallel, 
the Macdonald-Zaret system, or an adaptation of it, should 
provide useful data for a naturalistic study of the effects 
of teaching style on the development of moral reasoning. 
Research hypotheses 

The related literature provided the background for 
the specific questions posed in the present study regarding 
teaching styles likely to promote the development of moral 
reasoning among pupils. The relationship found in the 
literature between the disequilibration process and develop- 
mental change gives rise to the question of a relationship 
between Opening as against Closing behaviours in teacher- 
pupil verbal interaction and developmental change in pupils’ 


moral reasoning. Moreover, since effective disequilibrium 
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is understood in the literature as a felt experience, the 
question arises regarding the style of pupil participation 
most likely to bring about the experience of cognitive 
conflict, and hence of real rather than presumed disequili- 
briume In addition, cognitive development is accepted as a 
prerequisite for moral reasoning, while level of intelli- 
gence is seen to stand in a complex relationship with stage 
of moral reasoning. These understandings are the basis for 
questioning the possibility of an interaction between teach- 
ing styles, IQ, and the development of moral reasoning. 
Finally, while theory and research do not posit differences 
in moral reasoning capacities on the basis of sex differ- 
ences, they do attribute differential rates of development 
between boys and girls to social setting. Such findings 
give rise to the question of a relationship between teaching 
styles, sex differences, and development of moral reasoning. 

In order to answer some of the specific questions 
raised by the review of the literature and posed in the 
study, the following hypotheses were tested: 

le. There is a significant relationship between 
teachers' levels of Opening and Closing verbal behaviour 
and developmental change in pupils’ moral reasoning. 

2. Initial level and developmental change in pupils’ 
moral reasoning are positively related to the frequency and 


cognitive level of pupils‘ class participation. 
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3- Initial level and developmental change in pupils’ 
moral reasoning are independent of sex differences but 


positively related to IQ differences. 
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CHAPTER III 

Experimental Design and Statistical Procedures 
General description 

In order to test the hypotheses, a study was carried 
out involving a sample of teachers and pupils at the Grade 
6 level. Data were required concerning teacher verbal 
behaviour, the level of moral reasoning of each pupil at 
the beginning and the end of the school year under study, 
the frequency and cognitive level of each pupil's verbal 
class participation, as well as the sex and IQ of each 
pupil. 

An initial sample of nine teachers was selected, 
and the classroom verbal behaviour of this sample was 
observed and quantified.e A study sample of three teachers 
was then selected from this initial group on the basis of 
their position on the verbal behaviour continuum. Further 
data concerning classroom verbal interaction were gathered 
for the study sample. Pre- and posttest measures of moral 
reasoning were obtained for all pupils of the teachers in 
the sample, and teachers in this group were asked to rate 
each of their pupils on the cognitive level of their 
verbal class participation. Data on sex and IQ were 
gathered for the pupils in the study sample. 

Analysis of the data included the establishment of 
interrater reliability coefficients on all measures 


involving co-raters, and tests of the significance of 
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differences between the various teacher verbal behaviour 
scorese Analyses of variance and covariance were carried 
out on the pre- and posttest measures of moral reasoning 
in relation to style of teacher verbal behaviour, pupil 
class participation measures, sex, and IQ. In addition to 
the analyses related to the hypotheses, issue usage on the 
moral reasoning dilemmas was analyzed in relation to level 
of moral reasoning, and to sex and class differences. 

Inferences were drawn concerning the implications 
of the study for moral education at this age level. 
Subjects 

Since transition from preconventional to conventional 
moral reasoning is reported to occur most commonly between 
ages ten to thirteen (Blatt & Kohlberg, 19733 Kohlberg, 
197las Kohlberg & Turiel, 1971), a sample in this age group 
was selected. Sixth grade was chosen as the most appropri- 
ate level for study, since it is the last year in which 
pupils spend a large proportion of their class time with 
one particular teacher. 

An initial sample of nine teachers at the Grade 6 
level was chosen in consultation with a member of the 
supervisory staff of the Edmonton Catholic School System. 
A supervisor familiar with the teaching styles of the 
teachers at the Grade 6 level was requested to select 
teachers from schools in similar socio-economic districts 
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present group of pupils for the first time, and who spent 
at least seventy-five percent of their teaching time with 
these pupils, including the Religious Education and Social 
Studies courses. Classes to which pupils had been assigned 
on the basis of school achievement, test success, or other 
systematic grouping, were excluded from the reference popu- 
lation. 

The supervisor was given a written description of 
the interaction analysis schema to be used in the study 
(see Figure 1 and Appendix A), and asked to select nine 
teachers from the reference population whose teaching 
styles would be expected to represent as broad a distribu- 
tion as possible along the desired analytical continuum. 
Of the nine teachers selected, three were to be expected 
to use a style of questioning designed to elicit predomi- 
nantly cognitive memory and convergent thinking processes 
(high closing behaviours in teacher verbal style), three 
were to be expected to elicit predominantly evaluative and 
divergent thinking processes (high opening behaviours in 
teacher verbal style), and the remaining three teachers 
were to be expected to use a combination of questions 
eliciting all four types of intellectual operations (mixed 
opening and closing behaviours in teacher verbal style). 
The nine teachers selected were ranked by the supervisor 
from one to nine (1 = high closing behaviours; 9 = high 


opening behaviours) on the basis of expectations concerning 
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TEACHER OPENING-CLOSING BEHAVIOURS SCALE 


OPENING BEHAVIOUR 
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divergent 
thinking 
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evaluative 
thinking 
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convergent 
thinking 


Cues for 
cognitive 
memory 
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promote 
divergent association 
implication 
projection to new possibilities 
extrapolation beyond the given 
independent generation of new ideas 


promote 
value judgment 
rating in terms of value continuum 
assessment of probability 
counter judgment 
modification of prior judgment 
choice between alternatives 
establishment of more precise 

value dimension 


promote 
convergent association 
synthesis 
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explanation 
substantiation 
translation 
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recapitulation 
recounting 
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repetition 
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quoting 
fact stating 
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CLOSING BEHAVIOUR 


Figure l. 


Classification of teacher verbal behaviours as 
used in the studye (Adapted from Aschner et al., 
19653; Gallagher, 1964; Gallagher et al., 19673 
Macdonald & Zaret, 1968) 
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their classroom verbal behaviour. The teachers were then 
observed by the investigator with the assistance of a co- 
rater for two contiguous class periods of thirty to forty 
minutes each, during which the teachers’ verbal behaviours 
were quantified using the Teacher Opening-Closing Behaviours 
Scale adapted from the Aschner-Gallagher (1965) and the 
Macdonald-Zaret (1968) analytical schemas. Teachers were 
ranked by the investigator from one to nine using the 
obtained scores.e The scores of the nine teachers were 
tested using chi square and differences found to be signi- 
ficant at the .001 level (see Table 1). The interrater 
reliability coefficient between the supervisor's and the 
investigator's rankings of the teachers was .95. The 
investigator's and the co-rater’s classifications of the 
teachers’ verbal behaviours showed an overall agreement 
beyond .90. 

Three of the nine teachers, those ranked 9, 7, and 
2, were retained for the study. Teacher 9 was clearly the 
most representative of high opening behaviours. Although 
Teachers 7 and 8 were placed by the supervisor in the cate- 
gory of expectation of high opening behaviours, their 
observed styles of questioning exhibited the most even 
distribution of the four types of intellectual operations. 
Teachers 3 through 6, while statistically different from 
Teachers 1 and 2, emphasized convergent thinking and cogni- 


tive memory type questions.e Consequently, Teacher 7 was 
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TABLE 1 
Scores of Nine Teachers on 


Teacher Opening-Closing Behaviours Scale 


Teacher 


scores 


1 to 9: ie = 111.06; 
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CT Convergent thinking 
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considered as the most representative of a flexible combina- 
tion of opening-closing behaviours, and therefore as most 
clearly reflecting the theoretical orientation of the study. 
Teacher 2 was selected to represent high closing behaviours 
rather than Teacher 1 since the latter interacted with the 
pupils markedly fewer times during the observed class peri- 
ods (N = 10, 40 critical incidents, compared to N = 52, 64), 
of which only one question from the total of 50 could be 
classified as divergent, and none as evaluativee Teacher 2 
also showed more interest and willingness to participate in 
the study. It was judged that attitudinal factors on the 
part of the teacher could carry over into the pupils’ will- 
ingness to cooperate in the somewhat demanding tasks of the 
study- Consequently, Teacher 2 was selected for the study 
as the best representative of high closing behaviours in 
teaching style. Differences between the three teachers were 
tested using chi square and found to be significant at the 
-001 level (see Table 1). During the remainder of the 
study, Teachers 9, 7, and 2 will be referred to as Teachers 
A, B, and C, respectively, with Teacher A representing high 
opening behaviours, Teacher B representing mixed opening 
and closing behaviours, and Teacher C representing high 
closing behaviours. 

These three teachers and their pupils (N= 25, 28, and 
23) formed the sample for the study. The mean chronologi- 
cal age of the 76 pupils in the study was 11 years, 3months, 
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at the time of the pretest. Three additional teachers, a 
random sample of the pupils of two of these teachers (N = 
10, 10), and the entire class of the third teacher (N = 25), 
were retained as subjects for the pilot tests associated 
with the study. 
Materials 

Instruments were required which would provide 
measures of 


a) opening-closing verbal behaviour in teaching 
style; 


b) pupils' level of moral reasoning; 


ce) frequency and cognitive level of pupils’ class 
participation. 


Materials for use in stimulating discussion of moral dilem- 
mas were also required. 

Both the Aschner-Gallagher (1965) and the Macdonald- 
Zaret (1968) systems of interaction analysis of classroom 
verbal behaviour analyze the intellectual operations 
described in Guilford (1956, 1959), and both report adequ- 
ate measures of reliability. However, neither system in 
its original form met the specific needs of the present 
study- Consequently it was necessary to combine and adapt 
these two systems for use in the study (Bellack, 1974). 
In the adapted system the four main categories and their 
subclassifications were defined as in the Aschner-Gallagher 
System (see Appendix A); the main categories were then 


regrouped to reflect the Opening-Closing behaviours 
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continuum of the Macdonald-Zaret System (see Figure 1). 

A weight of 4, 3, 2, or 1 was assigned to each divergent, 
evaluative, convergent, or cognitive memory type question, 
respectively, and an overall score derived from the weight- 
ed categorizations. While the fifth category of the 
Aschner-Gallagher System, that of Routine, was used during 
the classification process, items in this category of 
classroom management were not included in the data analysis. 
Also, while the unit of analysis in the contributing systems 
consisted of teacher question - pupil answer - teacher 
response, the focus in the adapted system is on the teacher 
question alone, thus greatly simplifying the task of obser- 
vation and classification. Findings indicate that teachers 
actually do obtain the kinds of responses they elicit in 
terms of level of thinking, Macdonald and Zaret (1968) 
reporting congruence in 86% of the cases (p = .001), with 
Similar findings in the Aschner-Gallagher (1965) and Guzak 
(1966) studies. Consequently, the analysis of teacher 
questions alone was considered adequate (Zaret, 1974). 
Pupil responses were used, however, to interpret teacher 
intent where this was unclear (Bellack, 1974). The adapted 
system was tested by a pair of independent raters on tran- 
scripts of classroom verbal interaction, with interrater 
agreement of 90% being obtained on the number of items to 
be coded, and absolute agreement of 85% on the classifica- 


tion of these items. In a second testing involving three 
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independent raters and a transcript there was interrater 
agreement of 90% on the number of items to be coded, and 
absolute agreement on 80% of the classifications. On the 
basis of these tests, the adapted system, hereafter referred 
to as the Teacher Opening-Closing Behaviours Scale, was 
considered sufficiently reliable for use in the study. 
Further measures of reliability were obtained during the 
study, as reported in Chapter IV. 

Pupils’ level of moral reasoning was assessed using 
the Kohlberg Moral Judgment Scale. Since the standardized 
Forms A and B of the revised ioral Judgment Scale were not 
yet available, five of the original dilemmas (Kohlberg, 
19583 Porter & Taylor, 1970) were used: #1, III, and VIII 
on the pretest, and #I, III, IV, VII, and VIII on the post- 
test. Selection of the particular dilemmas was guided by 
the Porter and Taylor assessments of appropriateness for 
this age group (Porter & Taylor, 1972), and after consulta- 
tion with other researchers at the elementary school level 
(Neureiter, 1973; Rothman, 1974). Three dilemmas were 
repeated on the posttest to assess direct change in level 
of moral reasoning, and two new dilemmas were added in 
order to assess indirect change or generalization to new 
content areas (Turiel, 1966; Turiel & Rothman, 1972). The 
1972 structural issue rating method was used in scoring 
responses in the present study, with additional guidance 


provided by the criterion concepts of the 1975 standardized 
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issue scorine method (Kohlberg et al., 1975). 

In addition to scales measuring style of teacher 
verbal behaviour and level of pupil moral reasoning, an 
instrument was also required for obtaining data regarding 
pupil class participation. A simple rating instrument 
using a 3-point scale was designed to obtain teacher 
ratings of the cognitive level of class participation of 
each pupil (see Appendix B). 

Two sound filmstrips, “The Trouble with Truth" and 
sbutest, Len? t> Yours’ fromsthes 1972 UiFirsite hinges wWalues"” 
series developed by Guidance Associates in consultation 
with Le Kohlberg, R- Selman, and T. Lickona, were used to 
stimulate class discussion of moral dilemmas. 

Pilot tests of the instruments 

The study involved pre- and posttest Moral Judgment 
Scale responses of 76 subjects. Because of the large 
number of respondents, the feasibility of using the written 
procedure rather than the individual taped interview was 
investigated. Both the preliminary nature of the present 
study and the need to obtain data from a large number of 
pupils were judged as lending justification to the use of 
the written procedure. While the written form has recog- 
nized limitations, particularly at this age level, there 
are precedents for its use ( Ewanyk, 19733; Sullivan et al., 
1970). In addition, a series of preliminary pilot tests 


was carried out to test the feasibility of using the 
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written form with this study sample. Using item-by-item 
controlled timing procedures, the dilemmas selected for the 
pretest were administered to two randomly selected pilot 
samples of 5 boys and 5 girls from each of two classrooms 
not included in the study sample to test for clarity of 
instructions, correct timing, and adequacy of results. The 
responses were scored by trained scorers using the adapted 
1972 structural issue rating method. Moral Judgment scores 
were derived using standard weighting procedures (Blatt & 
Kohlberg, 1973)- The procedure was then repeated with a 
larger pilot sample of one full class of pupils (N = 25), 
also not included in the studye The adequacy of instruc- 
tions and timing, as well as the feasibility of administra- 
tion to a larger group, were thus verified. This group of 
responses was scored as in the earlier pilot tests. Several 
months later the Moral Judgment Scale posttest items were 
administered to the pilot samples to test the administrative 
procedures and to evaluate retest effects. The posttest 
responses of the pilot samples were scored and posttest 
Moral Judgment scores obtained. In the total pilot sample 
of 45 subjects, the responses of 3 subjects were eliminated 
as unscorable, and 2 subjects were absent for the posttest, 
thus reducing the pilot sample to 40 subjects. 

Interscorer reliability in the pilot sample was 
shown to be -92, indicating a satisfactory level of scor- 


ability of the written responses- While the written 
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protocols showed a lack of fully probed responses in some 
instances, as similarly noted by Haan, Smith, & Block (1968) 
in their college sample, nevertheless they were comparable 
to taped interviews of this age group scored by the inves- 
tigator during training sessions. Furthermore, the range 
of scores in the pilo* group was that generally reported 
for this age group when structural scoring procedures are 
used. It was judged, therefore, that given the specific 
needs and limitations of the present study, and the results 
of the pilot tests, and despite the further limitations of 
measurement imposed by this method, that the use of written 
responses to the Moral Judgment Scale was warranted in the 
study. 

A pilot test of the rating instrument on Cognitive 
Level of Class Participation was also carried out with the 
teachers and pupils in the pilot samples, and the format 
and instructions were found to be satisfactory. 
Research methodology 

In early October the Moral Judgment Scale pretest 
items were administered to the three groups of pupils in 
the study sample. These were analyzed by trained scorers 
using the structural issue rating method, and weighted 
pretest Moral Judgment scores were derived. Following the 
administration of the pretest, each teacher held a class 
discussion on the sound filmstrip "The Trouble with Truth". 


The discussion was taperecorded with the assistance of 
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personnel from the Instructional Materials Centre of the 
Edmonton Catholic School System. During the discussion 

the investigator made a frequency count of each pupil's 
verbal participation. The taped discussions were tran- 
scribed, and each teacher's questions during the discussion 
were classified using the Teacher Opening-Closing 
Behaviours Scale. Data regarding the age and sex of each 
pupil were also gathered at the time of the pretest. IQ 
scores derived from the Lorge-Thorndike Intelligence Test, 
and in a few cases from the Primary Mental Abilities 

Tests, were obtained from school files.e IQ scores were not 
available for 13 pupils in the total sample. 

Towards the end of the school year, a second class 
discussion was held by each of the three teachers in the 
study sample, this time using the sound filmstrip "But It 
Isn't Yours". The discussion was again taperecorded, 
and a frequency count made of each pupil's verbal parti- 
cipation.e The discussion was transcribed, the teacher's 
classified, and a third Teacher Opening-Closing Behaviours 
Scale score was derivede Mean scores across three obser- 
vations on Teacher Opening-Closing Behaviours, the main 
independent variable of the study, were then computed for 
each of the three teachers in the samplee Pupil frequency 
scores in class participation were correlated across the 
two discussions (r = e85)-« A mean Frequency of Class 


Participation score was derived for each pupil. Teachers 
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in the study sample rated each of their pupils for 
Cognitive Level of Class Participation using the 3-point 
scale designed for this purpose. 

The posttest items of the Moral Judgment Scale 
were then administered to the pupils, eight months after 
the pretest. The posttest responses were analyzed and 
posttest scores were expressed in three forms: a direct 
posttest Moral Judgment score derived from those items on 
the posttest which were repeated from the pretest; an 
indirect posttest Moral Judgment score derived from the 
new items on the posttest; and a total posttest Moral 
Judgment score derived from all the items on the posttest 
(Turiel, 1966). The responses of 4 pupils were judged as 
unscorable, and 3 pupils were absent for either the 
pretest or the posttest, reducing the sample size to 69 
(Ni=u28s 265 20). 

In addition to deriving Moral Judgment scores from 
the pupils’ responses to the items on the Moral Judgment 
Scale, the responses were also analyzed for issue usage. 
Percent Issue Usage scores on both the pretest and the post- 
test were computed for each pupil on six issues namely 
Punishment, Property, Affiliation Roles, Life, Contract- 
Trust, and Law. Differences of opinion between the two 
scorers on both the level of moral reasoning and issue 


usage dimensions were resolved by discussion. 
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When all the data had been gathered and scored, 
measures were available on the following variables: 
Teacher Opening-Closing Behaviours 
Pupils* Class Group 
Age 
sex 
IQ 


Frequency of Class Participation 
Cognitive Level of Class Participation 


Pretest Moral Judgment Score 

Direct Posttest Moral Judgment Score 
Indirect Posttest Moral Judgment Score 
Total Posttest Moral Judgment Score 
Percent Pretest Issue Usage 

Percent Direct Posttest Issue Usage 


Percent Indirect Posttest Issue Usage 
Percent Total Posttest Issue Usage 


Statistical procedures 

Differences between the three class groups from 
the pretest to the posttest Moral Judgment scores con- 
stituted the main hypothesis of the study. The difficulties 
associated with the measurement of change from pretest to 
posttest have been well documented (Cronbach & Furby, 1970; 
Cronbach, Gleser, Nanda, & Rajaratnam, 1972; Harris, 19633 
Lord, 1960, 1963; Tucker, Damaris, & Messick, 1966). 
Accordingly, while recognizing the strict inapplicability 
of probability statistics to these data, the present study 
used a variety of analysis of variance and covariance 
procedures in testing for changee Following Lord (1963), 
one-way analysis of covariance was used to adjust the 


posttest Moral Judgment scores for pretest differences by 
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partialling out that part of the posttest information which 
is linearly predictable from the pretest score, and to 
analyze the adjusted posttest scores for differences between 
the three class groups. An even more rigorous procedure, 
recommended by Cronbach and Furby (1970), was employed in 
testing the third and, by extension, the first hypotheses. 
Here both the pretest score and a second concomitant vari- 
able, namely sex in one instance and IQ in another, were 
partialled out using two-way analysis of covariance proce- 
dures, and the adjusted posttest scores analyzed for differ- 
ences between the three classese In order to compare 
results, raw difference scores from the pretest to the post- 
test were also tested for differences between the three 
classes using one-way analysis of variance. 

In testing the first hypothesis, interrater reliabi- 
lity coefficients were calculated and chi square tests 
carried out on the Teacher Opening-Closing Behaviours Scale 
scores of the three teachers in the sample in order to 
verify that the class groups were exposed to different 
teaching styles. One-way analysis of variance procedures 
(ANOV1L5) were carried out on the pretest Moral Judgment 
scores to test for initial differences between the three 
class groups- The three sets of posttest Moral Judgment 
scores, adjusted for the pretest, were analyzed for differ- 
ences between the three class groups using one-way analysis 


of covariance (ANCVLS5). 


eS 


foidw noitamretat teetteoq elt to drag telt v0 
of Bas .eteoe teotexd ent most eidato tera tients, ’ 
neewied ssonetettib rot estos teers2og Beteul bs off esyisne ' 
<etubeso1g evorosit atom neve MA + aquomta aesio sents eft | 
ni beyolqme eaw .(OT@L) yout bus doadnex ye bebnemmoset = 
-assontoqyd tetlt ent wodanetxe yd «bas brint oft anitast | 
-itsy tastimoonoo bnossa & bre Stone tastenq ont tod ereH 
evew .vetitons al gt bos spnstant dae nl xee yloman elds 
-enord sonsitsvoo to eieylens yaw-ows sniay tuo. bolisitrsq | 
-ryettib tot besylans asi008 testtaoy betent os efit bas .se tb 
erseqmoo of tebso nl +esaesto setdt edt neewted seons 
-teoq eft ot tasteiq sit mort getooa eonexeltib wet .atlueot 
gaint sat neawied geonstettib tot bestest oels exew teet 
.sonsiyey to alevlens yaw-eno anise essesto 
-~idpifes tetarretni «eleodtoayd tastt eft aniteet nat a 
afset e*taupe iio bas betaivolso stew atnetoltteos wit 
sface aiuotvedad snteolD-anineg® ‘reroseT edt no tuo bebraao 
ot tsbt0 ni slfamse ent at axredhoset soins oft to aet008 
tnotettib oF besoqxes siew equom nesto ent tadt tiev - 
eatubeoorq sonsitsv to ateytens Yaw-snd » -selyte untdoses 
tnemabyt IstoM tastexnq eft no tio be iris st9W (2IVOMA) 
seiit eft neewted ssonetstitib faltind xot test of ee10os 
tnesmbul IsioM testieoq to atse semit eff .aqwoTp sesio 
-ysttib tot besyflans etew .testexq edt tot betent ba seas 
eleyisns ysw-eno aniey equotn eesfo sendd oft heewted | 
-(2IVOMA) sonst 


a 


78 


The second hypothesis concerned the relationships 
between measures of pupil class participation and initial 
level and developmental change in pupil moral judgment. 
For this analysis the class groups were pooled and all 
pupils grouped according to high, medium, and low scores 
for each of the class participation variables. Pretest 
Moral Judgment score differences between pupils scoring 
high, medium, and low on Frequency of Class Participation 
were tested for initial differences using one-way analysis 
of variancee To test for differences in developmental 
change in moral reasoning, the three sets of adjusted 
posttest Moral Judgment scores were analyzed for differ- 
ences between high, medium, and low scorers on both 
Frequency and Cognitive Level of Class Participation. 

In the third hypothesis the relationships between 
sex, IQ, and pupil moral reasoning were examined. The 
pretest Moral Judgment scores were adjusted successively 
for linearity attributable to sex and IQ, and analyzed for 
differences between the three class groups. Using two-way 
analysis of covariance procedures, the three sets of post- 
test Moral Judgment scores were adjusted for differences 
in both pretest scores and sex, and in pretest scores and 
IQ, and tested for differences between the three class 
groups. The class groups were then pooled and both the 
pretest and the adjusted posttest scores analyzed for 


differences between girls and boys, and between pupils 
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having high versus low IQ scores. IQ rankings in the pooled 
groups were calculated above and below a median of 108, 
while the class group analysis used individual IQ scores. 

In testing the three hypotheses, Scheffé Multiple 
Comparison tests of the group means were calculated follow- 
ing each analysis of variance and covariance in order to 
determine what contributed to the differences between 
Zroups. 

Although issue usage was not included in the hypo- 
theses of the study, some interesting trends were noted in 
| pupils’ responses to the Moral Judgment Scale items, with 
certain issues appearing to have particular salience at 
certain phases of development. Consequently, some aspects 
of issue usage were analyzed descriptively (FORTG). Pupils 
usage of each of six issues, namely, Punishment, Property, 
Affiliation Roles, Life, Contract-Trust, and Law, were 
calculated in percentage form and analyzed in relation to 
level of moral judgment, sex, and class groupe For the 
first analysis pupils from all class groups were pooled, 
then regrouped according to their scores on the pre- and 
posttest Moral Judgment Scalee Originally six ranges of 
Moral Judgment scores were established: 116 .- 140; 141 - 
1653 166 ~ 1903 191 - 215; 216 - 240; and 241 - 265. 
However, because of the small number of subjects in the 
highest interval, the top two intervals were collapsed to 


form one interval having a range of 216 - 255, thus 
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reducing the number of ranges to five. The mean percent 
Issue Usage was calculated on the six issues for each range 
on the pretest and on the direct and total posttest Moral 
Judgment scorese In addition to comparing issue usage 
between the five ranges of Moral Judgment scores, correla- 
tion coefficients were calculated between the scorers’ 
expectations regarding issue usage and the actual usage by 
subjects in each range. Pupils were then regrouped 
according to sex, and the mean percent Issue Usage calcu- 
lated for girls and boys on each of the six issues. Lastly, 
pupils were regrouped according to classes, and the mean 
percent Issue Usage calculated for each class group on the 
six issues. A series of tables and graphs illustrating 
these trends was constructed. 

The results of these statistical procedures are 


presented and analyzed in Chapter IV. 
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CHAPTER IV 
Analysis of the Data 
Hypothesis 1 

Hypothesis 1 dealt with the relationship between 
teacher verbal behaviour as measured by the Teacher Opening- 
Closing Behaviours Scale and developmental change in pupil 
moral reasoning. It was hypothesized that the pupils of 
teachers who use a combination of opening and closing 
behaviours as defined in the study would show more develop- 
mental change in moral reasoning over a school year than 
pupils of teachers who use either opening or closing 
behaviours almost exclusively. 

Tests of interrater reliability between the two 
scorers classifying the teachers’ verbal behaviours showed 
an absolute agreement of .85- Results of the chi square 
tests of the differences between the three teachers for 
scores on the Openinge~Closing Behaviours Scale in two 
class discussions and between their total scores for the 
initial observations and the two class discussions are 
given in Table 2. In all instances the differences between 
the teachers’ scores were significant at the .001 level. 
Chi square tests of the scores of each teacher across the 
three observations showed Teachers A and B with a high 
deeree of intra-observation consistency (p = .90 and .50, 
respectively; see Table 2)- While Teacher C, reflecting 


hieh closing behaviours, showed significant differences 
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TABLE 2 
Scores of Three Teachers on 
Teacher Opening-Closing Behaviours Scale 
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across all three observations (p = .01), those between the 
two class discussions (Observations II - III; see Table 2) 
were not significant. It should be noted that each teacher 
was left free to choose the style and content of the initial 
observation, while the two succeeding observations were 
influenced by the investigator's choice of a class discus- 
sion involving a provocative dilemma, thus necessarily 
directing the interaction towards more use of opening 
behaviours. The dissimilarity between the three observa- 
tions suggest that, left to his own choice, Teacher C would 
choose a more exclusively closing behaviours style of verbal 
interaction. Moreover, even when Teacher C's highest score 
was used to test for differences between the three teachers, 
the differences were still significant at the .001 level. 
Consequently, despite the inconsistencies in Teacher C's 
scores across the three observations, the differences 
between the three teachers, the main independent variable 
of the study, were shown to be highly significant. 

The pretest Moral Judgment scores ranged from 116 
to 250, with the total sample distributed as in Figure 2. 
Tests of homogeneity of variance here as elsewhere through- 
out the analysis of the data were shown to be nonsignificant. 
One-way analysis of variance of the pretest scores indicated 
that there were nosignificant differences between the three 
classes in level of Moral Judgment at the beginning of the 


school year (see Table 3). A Scheffé Multiple Comparison 
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Figure 2. 
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Distribution of pretest Moral Judgment Scores, 
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TABLE 3 
Analysis of Variance: Pretest Moral Judgment Scores 


of Three Class Groups 


Source df MS F 
Group Effect 2 1625.50 1,.86* 
Error 66 B75 Do 
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of Means for the three groups indicated that Classes A and C 
were the most different on the pretest (p = -173 see Table 
4), with Class A having the highest mean score of the three 
classes. 

The posttest Moral Judgment scores were expressed as 
direct posttest scores, indirect posttest scores, and total 
posttest scorese As expected, the direct posttest scores 
showed a general shift upward from the pretest, with the 
greatest shifts occurring between Ranges 2 to 3, and 3 to 4. 
A comparison of the distribution of scores for the entire 
sample from the pretest to the direct posttest is presented 
in Figure 3. 

In accordance with Hypothesis 1, analysis of covari- 
ance of the direct posttest scores adjusted for the pretest 
showed differences between the three classes significant at 
the .03 level (see Table 5). A Scheffé test between the 
means (see Table 6) indicated differences between the scores 
of Classes A and B (p = .10) and between the scores of 
Classes B and C (p = .07)- Because of the rigour of this 
test, Scheffé (1959) and Ferguson (1966) recommend the use 
of .10 as the critical level of significance in this context. 
Classes A and C were not different from each other on the 
adjusted direct posttest Moral Judgment scores (p = 97). 

A curvilinear relationship was shown between teachers’ 
scores on the Opening-Closing Behaviours Scale and mean 


class scores on the Moral Judgment direct posttest (see 
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TABLE 4 
Probability Matrix for Scheffé Multiple Comparison of Means: 


Pretest Moral Judgment Scores of Three Class Groups 
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TABLE 5 


Analysis of Covariance: Adjusted Direct Posttest 


Moral Judgment Scores of Three Class Groups 


ee 


source af MS F 
oe oo Ee 2 in ee 
Group Effect 2 1492 ,82 3. 58% 
Covariate (Pretest) 1 25692.17 61, 63%* 
Error 65 416,84 
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TABLE 6 


Probability Matrix for Scheffé Multiple Comparison of Means: 
Adjusted Direct Posttest Moral Judgment Scores 


of Three Class Groups 
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TABLE 7 
Analysis of Covariance: Adjusted Indirect Posttest 


Moral Judgment Scores of Three Class Groups 


source af MS F 
Group Effect 2 439,27 « fase 
Covariate (Pretest) i! 8955. 37 14, 52** 
Error 65 616,86 
* p = NS 
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TABLE 8 


Probability Matrix for Scheffé Multiple Comparison of Means: 
Adjusted Indirect Posttest Moral Judgment Scores 


of Three Class Groups 
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TABLE 9 


Analysis of Covariance; Adjusted Total Posttest 


Moral Judgment Scores of Three Class Groups 


Group Effect 2 996.04 2.60* 
Covariate (Pretest) iL 16785,.87 43,77%* 
Error 65 383.49 
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TABLE 10 


Probability Matrix for Scheffé Multiple Comparison of Means: 
Adjusted Total Posttest Moral Judgment Scores 


of Three Class Groups 
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Analysis of variance between the three classes yielded 
near sienificance on the direct change scores (p = .059), 
and nonsignificance on the indirect and total change 
scores» However, when group size was equalized by a 
random elimination of subjects, analysis of variance again 
yielded nonsignificance of differences between the three 
groups on the pretest scores, but much greater significance 
in the differences on the direct and total change scores 
(p = .006 and .02, respectively), with the indirect change 
scores again showing no significant differences between 
the three classes (p = .125). A second analysis, again 
with equal N's through another random elimination of 
subjects, showed similar results (p = .001, .08, and .005) 
for the three sets of raw change scores. These results, 
presented in Appendix C, indicate the instability of 
findings using raw difference scores.e The comparison 
emphasizes the need to specify the method used in analyzing 
change -- an exigency not always respected in the literature 
on moral development. 
Hypothesis 2 

Hypothesis 2 predicted a positive relationship 
between measures of pupil class participation and both 
initial level and developmental change in moral judgment. 
Analysis of variance of the pretest Moral Judgment scores 
of the entire sample grouped for high, medium, and low 


scores on Frequency of Class Participation showed 
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significant differences between the groups (p = .0123 see 
Table 11). A Scheffé test indicated differences between 
the high and low groups contributed significantly to the 
differences in the pretest scores (p = .0133 see Table 12). 
Analysis of covariance of the three sets of adjusted post- 
test scores showed no significant differences between high, 
medium, and low groups on the posttest (see Tables 13, 14, 
and 15). 

Differences between groups for high, medium, and low 
Cognitive Level of Class Participation on the three sets of 
adjusted posttest Moral Judgment scores were nonsignificant 
(see Tables 16, 17, and 18). 

The hypothesized relationship between measures of 
pupil class participation and moral judgment were only 
partially upheld. As expected, pupils who were observed 
to participate more frequently in class discussions were 
shown to have initially higher levels of moral judgment. 
There were, however, no relationships between higher level 
in either frequency or cognitive level of class participa- 
tion as measured and change in moral reasoning. 

Hypothesis 3 

Hypothesis 3 concerned the relationships between 
sex, IQ, and level of moral reasoning. It was hypothesized 
that both initial level and developmental change in moral 
reasoning would be independent of sex differences, but 


positively related to IQ differences, with pupils having 
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TABLE 11 
Analysis of Variance: Pretest Moral Judgment Scores 


for High, Medium, and Low Frequency of Class Participation 


eee 
————eeeeeeeOOOOOOEEEEeeeeemmEOE ex oO 


source ole MS F 
Group Effect 2 3798.00 69% 
Error 66 809.76 
ee Do te 
TABLE 12 


Probability Matrix for Scheffé Multiple Comparison of Means: 


Pretest Moral Judgment Scores for 


High, Medium, and Low Frequency of Class Participation 


Groups 


High 


Medium 1,000 ~L79 


Low 
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TABLE 13 
Adjusted Direct Posttest 


Analysis of Covariance: 
Moral Judgment Scores 


for High, Medium, and Low Frequency of Class Participation 


Source df MS F 
Group Effect 2 61 -001* 
Covariate (Pretest) 1 24389.80 52.80"* 
Error 65 461.95 

+ = NS 
7* p = 7000 


TABLE 14 
Adjusted Indirect Posttest 


Analysis of Covariance: 
Moral Judgment Scores 


for High, Medium, and Low Frequency of Class Participation 


MS P 


source df 
Group Effect 2 856.84 1.41% 
Covariate (Pretest) 1 6474.69 10.90" " 
Error 65 605-12 
* p= NS 
**# ‘p= 002 
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TABLE 15 
Analysis of Covariance: Adjusted Total Posttest 
Moral Judgment Scores 


for High, Medium, and Low Frequency of Class Participation 


SS OES eee} SS = 


Source at MS F 
Group Effect 2 113.88 28% 
Covariate (Pretest) 1 15001.67 3605 5K 
Error 65 410.45 

ee a ee ae eee 
* p= NS 
wih Ns Coe OLE, 
TABLE 16 


Analysis of Covariance: Adjusted Direct Posttest 


Moral Judgment Scores for 


High, Medium, and Low Cognitive Level of Class Participation 


Source df MS F 
Group Effect V2 392.14 87% 
Covariate (Pretest) El 26258.08 So..21"* 

65 451.10 
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TABLE 17 
Analysis of Covariance: Adjusted Indirect Posttest 
Moral Judgment Scores for 


High, Medium, and Low Cognitive Level of Class Participation 


source df MS F 
Group Effect 2 249.64 o4O* 
Covariate (Pretest) nt 7683615 12.32** 
Error 65 623.26 
* p= NS 
** p = ,000 
TABLE 18 


Analysis of Covariance: Adjusted Total Posttest 


Moral Judgment Scores for 


High, Medium, and Low Cognitive Level of Class Participation 


Source ole MS F 
Group Effect 2 241.32 0 59% 
Covariate (Pretest) i 16598.60 Loa72* 

65 407.60 
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higher IQ scores showing initially higher levels of moral 
judgment as well as more developmental change over the 
school year. 

As expected, analysis of variance of the pretest 
Moral Judgment scores of the total sample showed no differ- 
ences between boys and girls (see Table 19). Also as 
expected, there were no differences between boys and girls 
on the direct posttest scores adjusted for the pretest 
(see Table 20). However, girls scored significantly 
higher on both the adjusted indirect and total posttests 
(p = -029 and .03, respectively; see Tables 21 and 22). 

When the direct posttest scores for class groups 
were adjusted for both the pretest scores and sex through 
two-way analysis of covariance procedures, differences 
between the three class groups were found to be marginally 
significant (p = -068; see Tables 23 and 24). As expected, 
however, sex differences did not contribute significantly 
to the differences between the three class groups on the 
direct posttest. While the differences between the three 
classes on the adjusted indirect and total posttest scores 
were still nonsignificant, sex differences were significant 
at the -05 level on the indirect posttest (see Tables 25 and 
26), and marginally significant on the total posttest (p = 
-093 see Tables 27 and 28). The meaning of sex differences 
on the indirect posttest is not clear, and may be related 


to a confounding of sex and IQ effects within the sample. 
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Analysis of Variance: 
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Pretest Moral Judgment Scores 


for Boys and Girls 


Analysis of Covariance: 


Source ola MS 
Effect i 821.00 
67 898.79 
Sr) an ES) 
TABLE 20 


Adjusted Direct Posttest 


Moral Judgment Scores for Boys and Girls 


source df MS F 
Group Effect 1 919.36 2.08* 
Covariate (Pretest) 1 2635739 59.66 
Error 66 441.77 
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TABLE 21 
Analysis of Covariance: Adjusted Indirect Posttest 


Moral Judgment Scores for Boys and Girls 


Source df MS F 
Group Effect 1 2853-52 4.93% 
Covariate (Pretest) 1 8273.52 14.31 
Error 66 578.21 
* p= .029 
TABLE 22 


Analysis of Covariancet Adjusted Total Posttest 


Moral Judgement Scores for Boys and Girls 


Source af MS F 
Group Effect i 1835-23 4.82% 
Covariate (Pretest) i 16665.67 43.78 
Error 66 380.68 


S2-€28S 
fe «#4 Se-E9S8 
£S.B92 


SS RUSAT : a 
_ ~~. a i 4 = e 
teettacd IatoT bateutbA ssonkiveved to efayanA 


Oe 


f+id bos e tot estos Poomatt rom : 
afzid tne svot aot eGxade 7m % ieroM ee 
a" a . par — a a = _ 


a 2M %b 


#98.4 eS.2e8L I 
ay.e4 Vo e2adal L 


103 


TABLE 23 
Analysis of Covariance: Direct Posttest Moral Judgment 


Scores for Three Class Groups Adjusted for Pretest and Sex 


Source df MS F 
Group Effect 2 1172. 59 2.79% 
Covariate 1 (Sex) 1 277,96 66% 
Covariate 2 (Pretest) i! 24210.19 57. O6*** 
Error 64 419,86 

- ep = e068 

*#* p= NS 
##* D = 000 
TABLE 24 


Probability Matrix for Scheffé Multiple Comparison of Means: 
Direct Posttest Moral Judgment Scores 


for Three Class Groups Adjusted for Pretest and Sex 


Class B Class C 


Class A 


Class A 


Class B 1.000 -097 


Class C 
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TABLE 25 
Analysis of Covariance: Indirect Posttest Moral Judgment 


Scores for Three Class Groups Adjusted for Pretest and Sex 


Se ee ere ie eee ee ee ee eee eee 


source af MS F 
ee ee ee 
Group Effect 2 154.62 . 26* 
Covariate 1 (Sex) | 1: 2284.51 3.86** 

Covariate 2(Pretest) il 7366.57 12 , 4Yyree 
Error 64 592.16 
ce TE Ee, eee ee ee A i ie tas OY ce 
. 3 = NS 
%& = 505 
##*# D = ,000 
TABLE 26 


Probability Matrix for Scheffé Multiple Comparison of Means: 
Indirect Posttest Moral Judgment Scores 


for Three Class Groups Adjusted for Pretest and Sex 


Class A Class B Class C 
Class A 12000 miso ~929 
Class B 1,000 eae 


Class C 1.000 
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TABLE 27 
Analysis of Covariance: Total Posttest Moral Judgment 


Scores for Three Class Groups Adjusted for Pretest and Sex 


Source df MS ¥ 
Fact Srila aceite eit tly crs Radectril | 
Group Effect 2 617. 30 1, 64* 
Covariate 1 (Sex) l 1077.90 2, 87%% 
Covariate 2 (Pretest) 1 15052. 34 ho ,03*** 
Error 64 376.06 
pe Sh OE EE PL PT ee Le 
* p= NS 
e*Vpa=p709 
% & Ht p= .00 
TABLE 28 


Probability Matrix for Scheffé Multiple Comparison of Means: 
Total Posttest Moral Judgment Scores 


for Three Class Groups Adjusted for Pretest and Sex 


Class A Class B Class C 


Class A 


Class B 


Class C 
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Analysis of variance of the pretest Moral Judgment 
scores of the total sample grouped for high and low IQ 
showed a significant difference in the pretest scores 
associated with high IQ (p = .033 see Table 29). Analysis 
of covariance of each of the adjusted posttest scores also 
showed significant nie ferennes between high and low IQ 
groups (see Tables 30, 31, and 32). These results are 
consonant with the expectation that IQ effects partly 
determine differences in Moral Judgment scores. 

After partialling out the linearity attributable to 
IQ, there were no differences between the three class 
groups on the pretest Moral Judgment scores (see Table 33). 
There were, however, marginally significant differences 
between the three classes on the direct posttest scores 
adjusted for both the pretest and IQ (p = .073 see Table 
34). <A Scheffé test showed that the differences between 
Classes B and C contributed significantly to the group 
differences (p = -0593 see Table 35). The IQ effects on 
the direct posttest were also marginally significant (p = 
-096).- While the differences between the three class 
groups on the indirect and total posttest scores adjusted 
for both the pretest and IQ were not significant, IQ effects 
were significant in both instances (p = -02 and .03, respec- 
tively: see Tables 36 and 37). 

Hypothesis 3 regarding the independence of initial 


Moral Judgment scores and developmental change in moral 
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TABLE 29 
Analysis of Variance: Pretest Moral Judgment Scores 


for High and Low IQ Groups 


eee eee eee 


Source af MS F 
Group Effect a 3505.00 4. 56% 
Error 54 768.96 
* p= .03 
TABLE 30 


Analysis of Covariance: Adjusted Direct Posttest 


Moral Judgment Scores for High and Low IQ Groups 


source af MS F 
Group Effect ph 2262-07 5.04% 
Covariate (Pretest) al 15581.13 34.70 
Error 53 49.04 


* p= .03 
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Analysis of Covariance: Adjusted Indirect Posttest 


Moral Judgment Scores for High and Low IQ Groups 
ee a eee Ne ere e 


Source df MS 
2 ne ON Ol 
Group Effect ik 2457.54 
Covariate (Pretest) a 4614.44 
Error Se) 603.54 


eee 


* p =.05 


TABLE 32 


Analysis of Covariance: Adjusted Total Posttest 


Moral Judgment Scores for High and Low IQ Groups 


Source df MS 
Group Effect af 2225-84 
Covariate (Pretest) l 9994.91 
Error 53 381.13 
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TABLE 33 
Analysis of Covariance: Pretest Moral Judgement Scores 


for Three Class Groups Adjusted for IQ 


Scores oba MS F 
Group Effect 2 LO51l.oL Le 35* 
Covariate (IQ) 1 1911.44 246 
Error + “52 777.83 
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TABLE 34 
Analysis of Covariance: Direct Posttest Moral Judgment 


scores for Three Class Groups Adjusted for Pretest and IQ 


SS ee a EE IS SL LILI SB TG IODA AANA I Pit 
aaa a SS LE DES EEE EIDE DA SERDAR EASA 


Source df MS F 
ee eee ee ee 
Group Effect 2 jy By Aa ons 2.74% 
Covariate 1 (IQ) 1226.92 2,86** 
Covariate 2 (Pretest) il 16298. 30 38.04 
Error 51 428 47 

MPD O07 
**® py = 096 
TABLE.3 5 


Probability Matrix for Scheffé Multiple Comparison of Means: 
Direct Posttest Moral Judgment Scores 


for Three Class Groups Adjusted for Pretest and IQ 


Class A Class B 


Class A 1.000 147 .885 


Class B 1,000 .059 


Class C 
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TABLE 36 
Analysis of Covariance: Indirect Posttest Moral Judgment 


Scores for Three Class Groups Adjusted for Pretest and IQ 


SS ee SS SSS 


Source af MS F 
Group Effect 2 167-85 °28* 
Covariate 1 (IQ) a 3328.02 56 56** 
Covariate 2 (Pretest) uh 4880.96 Ss 
Error Syl 598.8 

* p= NS 

cad p = U2 
TABLE 37 


Analysis of Covariance: Total Posttest Moral Judgment 


Scores for Three Class Groups Adjusted for Pretest and IQ 


source at MS F 
Group Effects 2 632.41 1.72% 
Covariate 1 (IQ) 1 1824.89 LL. o7¥e 
Covariate 2 (Pretest) a 10521.28 28.64 
Error 51 367.41 
NS 
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reasoning from sex differences was thus Only partially 
upheld, with sex differences found to be nonsignificant on 
the pretest and direct posttest as expected, but with girls 
scoring significantly higher than boys on the new items of 
the posttest. Hypothesis 3 regarding a positive relation- 
ship between both initial level and developmental change in 
moral reasoning and IQ was upheld in all instances, with 
pupils having higher IQ scoring significantly higher on 
the pretest and showing significantly more change on the 
three sets of posttest scores adjusted for the pretest. 

These findings in the analysis of Hypothesis 3 are, 
by extension, relevant to Hypothesis 1. While it is not 
possible from the data to identify the class differences 
responsible for the differences on the direct posttest 
scores, the differences are not entirely attributable to 
IQ effects.- Such a finding, then, does not preclude the 
support for Hypothesis 1, which attributes class differ- 
ences in part to teacher differences. Nor does it preclude 
an interaction of IQ effects and teacher differences in 
producing class differences.- On the other hand, the 
a@ifferences between the class groups on the indirect and 
total posttests were not significant, while IQ effects were 
sienificant on both. Hence the evidence for teacher 
differences is confounded by pupil IQ differences. 

A summary of conclusions drawn from the testing of 


the hypotheses in the study is given in Table 38. 


. ‘- = eo 
viteitssy yino aut ‘cdeimiglaalieion 


no dasoltinaierion ed bt bnvot deonesettle x62 | 

efrin atiw tud .betosqxe eS teettaog toerkb brs | 1g 
to emeti wen edt no eyod nal? refiatn Ceseninnainal A 

-nottsies evitiaog & antbasset £ eiaentoqyl «taetteeq ott 

ni sansds Istnemqoleveb brs level faieiot fitod neawted qide : 
dtiw «eeonstani [fe at bferqu Baw SI bas aninosset fexom, : 

no tedeid vitnsoltingte aninooe Pi reais anived eftqua 

eit no sansdo exvom yltnsoltingta eniwote bas teetexq “oft ; 


7 nase 


~Jtestesq sft tot beteuibs Bstoor reersteog io esea soult 
,o1e € atsentvoqylH to eteylsns sng nt eanibaly seedT 
ton ei Si oLidWw .f sisentoqyt of fnevefor .nolsnetxe yd 
gaonsisttib eesio edt yiitnebt of stsb eit mort sidlasog 
yeotteod toe rib sit ao asone1estiib ant xot eidisnoqeet 
ot oldatudintts viseritas fon sta ssonersttib off ,.set0ooe nl 
eit sbuloera ton g90b enent wantbait s dove ah adalat il 
-xettib anasto setudintis fdofnw a etasitoagyy tot troaque 
sbufoor ti esob x0V veesnesott oe tersset ot traq at eons 
nt seonsTextib refosst bas atostte PI To noltosretnt ns - 
aft .basd redto edt nO -esenstettin sealo antouboug: : 
be toortbni eft no equots eeslo ot nsewred asoneteRteb i 
eazew atootte 1 ofidw .tasottingte Ton eyow steettaog Istot -— 
aefssst rot sonsbive efit sone «ted no tnsottiogts — 
sasonotetiib PI Llquq yd bebavotnos ef conan 
to aniteet edt mort nwetb snotewtonoo to. vrsmuaue A ahh 
BE ofdsT ni nevi ef ybure oft ni aoeedtoayd 


113 


TABLE 38 


SUMMARY OF CONCLUSIONS 


Hy pothesis Conclusion 
l. There is a significant relat- Upheld on the direct 
ionship between teachers’ posttest; 
scores on the Opening-Closing not upheld on the 
Behaviours Scale and develop- indirect posttest; 
mental change in pupils’ moral marginally upheld on 
reasoning. the total posttest. 


2. There is a positive relation- 
ship between: 


a)frequency of class partici- Upheld. 
pation and initial level of 
moral reasoning; 


b)frequency of class partici- Not upheld. 
pation and developmental 
change in moral reasoning; 


c)cognitive level of class Not upheld. 
participation and develop- 
mental change in moral 
reasoning. 


3. Initial level and develop- 
mental change in moral 
reasoning are! 


a)independent of sex differ- Upheld on the pretest 
ences}; and direct posttest; 
not upheld on the 
indirect and total 
posttests. 


b)positively related to IQ. Upheld in all instances. 
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Analysis of issue usage 

Because of trends noted during the scoring of 
pupils’ responses to the items on the Moral Judgment Scale, 
issue usage in responding to the items was analyzed 
descriptively. Results of this post hoc analysis are 
given in Tables 39 to 44 and in Figures 5 to 10. 

When the total sample of subjects was grouped 
according to five ranges of pretest Moral Judgment scores, 
mean percent issue usage was shown to change with range of 
moral reasoning (see Table 39 and Figure 5). Subjects in 
the lowest range of moral judgment defined almost half of 
the pretest items in terms of Punishment, while subjects 
in the highest range defined the same percentage of these 
same items in terms of Affiliation Roles. Use of the 
Punishment issue declined with increase in Moral Judgment 
score and the inverse was true for the Affiliation Roles 
issue (see Figure 5). The Property issue was salient 
across the entire set of ranges, but considerably less so 
for the lowest-range subjects while reaching its highest 
level of usage as Stage 2 reasoning was achieved and 
consolidated. The issues of Contract-Trust and Life were 
used less frequently by all pupils, and items were rarely 
defined in terms of the Law issue on the pretest. 

These trends were roughly paralleled on the direct 
posttest (see Table 40 and Figure 6)- Although there was 


a general shift upward in moral reasoning among the subjects 


to anitoos eit saiwb berton abnext to seueoed ae 
~siso@ tnemabul Le70M edt no ameti eft of neanoqess ‘ekiqug 
pesyiens esw amstit sft oF anibmogest of essex evest 

ese eieylans ood taoq aint To atiuesA .vylevitgitoseb 

.Of of 2 ae1wait ni bas 4 of Cf soldsT nt nevig 
beaver rR sew atosidve To siqmsa fetot eft nedW > ; 


~ 


~eetone tnetabul [stom testexq to esaney evit of anipbroo0s 
to sans1 Aviw sansdo of nwofa esw onpeL eyes t Tn9o1sg meen 
nt etostdwe .(2 omvalt bre ef sida see) yainoaset Letom 
to tiad teom~is bentteh tnomabut Istom To sane teewol eft 
stosidwe efitw .tnomiainsA to amist of smeti Seeveng ont 
easnt to ematnectsg Smee aiid bentteb oanet teetaid eft at 
edt Yo seU .89foh noitsliittA to emredt nit amet omas 
¢nemabwt Llano oi sero isnt ittw beniiceh evael tnemfletnas 
esfof noitseiiliitA eft tot oust saw-serevnt eft bas st0os 
tneifen esw sveni viregostl ofD ~-(e etiaad 999) eveet 
o3 eadél yidstebianoo stud asgae2 to tse stitne eft asoros 
teadaid ati anidosex slidw etoetduea esnsx-taowol efit 10% 
bas beveiigs asw aninonsét S onste as onsen to Level 
exew stil bas tevrT-tostinoD to seuest si? <betebtfoencs 
yfeusx stew emeti bre ,eliqua fis yd vitneupest ened Gotu 
«tastexc oft no sueel wel sit to eortet ni benited 
toerib ost fo beleflersq vLrigaion ayew abnexrt esent 
wow oxadt duuottia .(3 savalt bas 0% elds? seu) teetteoq — 


etosidue eit snoms sninoase: Ietom ni brswqy tiie fersne3 8 
a 


TABLE 39 
Mean Percent Issue Usage for Five Ranges of 


Pretest Moral Judgment Scores 


Expected 


Usage* , Z 


141- 166- 191- 216- 


Punishment 


Property 12.0 19.9 24.7 24.1 20.5 

Affiliation 7 22.6 Sle 36.4 449.7 
Roles 

Life 707 10% 1 9.3 Takase) 320 

Contract- 1345" e150 10.9. lesan 0) 


Trust 


* Raters’ assessment of appropriate issue for 
each item on the Kohlberg Moral Judgment Scale. 
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TABLE 39 
Mean Percent Issue Usage for Five Ranges of 


Pretest Moral Judgment Scores 


Expected 


S| 
Usage* 141- 166- 191- 216- 


Punishment 


Property 12.0 19.9 24.7 24.1 20.5 

Affiliation D7, 22.6 3h63 36-4 449.7 
Roles 

Life LAU, 10.1 9.3 UALS 13.0 

Contract- TESS) 13.0 10.9 285 10.1 


Trust 


* Raters’ assessment of appropriate issue for 
each item on the Kohlberg Moral Judgment Scale. 
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Mean Percent Issue Usage on Pretest 


116- 141- 166- Tee 216- 
140 165 190 215 255 


Range of Pretest Moral Judgment Scores 
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Figure 5« Mean percent Issue Usage across five ranges of 
pretest Moral Judgment scorese 
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TABLE 40 
Mean Percent Issue Usage for Five Ranges of Direct Posttest 


Moral Judgment Scores 


Issue Expected| 1 2 3 4 5 
Usage* 141- 191- 216- 
Lo rats) 
Punishment 14.0 aru 


Property 15-0 20.6 26.4 2601 27-7 18.4 


Affiliation| 50.0 23-0 19-0 27-5. 3720 | 40.7 


Roles 


Life 15.0 


Contract- 
Trust 


Law 


N& 3 9 24 19 14 


* Raters’ assessment of appropriate issue for 
each item on the Kohlberg Moral Judgment Scale, 
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Mean Percent Issue Usage on Direct Posttest 
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116- 141- 166- 191- 216- 
140 165 190 215 255 
Range of Direct Posttest Moral Judgment Scores 


Figure be 


Code’ 


—_— Punishment 

=i Property 

Gare Affiliation Roles 
Seat pet & 

re Contract-Trust 
ae LAW 


Mean percent Issue Usage across five ranges of 
direct posttest Moral Judgment acores. 
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from the pretest to the direct posttest (see Figure 3), 
issue salience associated with particular ranges of moral 
reasoning continued to be evident on the direct posttest. 
This is in keeping with the theory that as individuals move 
upwards in moral reasoning, they define the same moral 
problems differently than they did at earlier stages, but 
characteristically for their present stage. Of additional 
interest is the observation that while Range 2 showed the 
greatest shift upwards from the pretest to the direct post- 
test (see Figure 3), those who remained in this range on 
the direct posttest showed increased usage of the Law and 
Property issues (see Figure 6), suggesting that change in 
level of moral reasoning is preceded by change in issue 
uSage e 

Since the total posttest included two new dilemmas 
involving different issue emphasis, issue usage on the 
pretest and the total posttest are not strictly comparable. 
However, despite the change in test content, the trends in 
issue usage indicated in the pretest and the direct posttest 
were also shown on the total posttest (see Table 4) and 
Figure 7)+ The Punishment issue continued to show an 
inverse relationship to level of moral reasoning, while the 
use of the Affiliation Roles issue increased with level of 
moral reasoning.e The Property issue followed the previous 
pattern of salience across all ranges but with particularly 


high usage in the range associated with the consolidation 
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TABLE 41 
Mean Percent Issue Usage for Five Ranges 


of Total Posttest Moral Judgment Scores 


Issue Expected a 2 3 4 S 
| Usage * 116- 141- 166- 191- 216- 
140 165 190 2L5 255 


Punishment 


Affiliation 


| 
| 
Property 
| 
Roles | 


Life 


Contract- 
Trust 


* Raters' assessment of appropriate issue for 
each item on the Kohlberg Moral Judgment Scale. 
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Figure 7. Mean percent Issue Usage across five ranges of 
total posttest Moral Judgment scores. 
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of Stage 2 reasoning. An increase in the usage of the 
Life issue can be noted on the total posttest, only partly 
accountable for by change in test content. Contrary to 
expectations as a result of content changes, usage of the 
Punishment issue by subjects in Range l, while still 
characteristically high on the total posttest, nevertheless 
showed a decrease from the pretest for this group. This 
decrease was accompanied by an increased use of the Law and 
Property issues, similar to that noted for Range 2 subjects 
in the direct posttest. Such indications are again in 
keeping with the theory of entering issues associated with 
upward movement in level of moral reasoning. 

The pretest issue usage of subjects in each range of 
moral reasoning was compared to the scorers’ expectations 
of which issues would be appropriate in responding to the 
items of the Moral Judgment Scale-e For example, on the item 
"Is it a citizen's duty to report Heinz? Would a good 
citizen do it? Why?", it was considered appropriate that 
subjects would reply in terms of the Affiliation Roles issue 
as ‘understood at their own stage of moral reasoning. It was 
found that the higher the subject's range of moral reason- 
ing, the more closely issue usage on the pretest approximat- 
ed the scorers’ expectations (see Table 39 and Figure 8). 
Correlations between pretest issue usage from lowest to 
highest range of moral reasoning and scorers’ expectations 
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total posttest, although changes in test content altered 
the expected distributions of issue usage, similar trends 
occurred, with correlations of .12, .35, -84, .84, and .94 
from lowest to highest range of Moral Judgment scores (see 
Table 41 and Figure 9). These trends suggest that as the 
development of moral reasoning proceeds, greater skill is 
acquired in defining the salient aspects of moral problems. 

Visual inspection of the data summarizing issue 
usage for girls versus boys on the pretest and the total 
posttest suggested that there were no sex differences in 
issue usage (see Tables 42 and 43). Similarly, inspection 
of issue usage by class groups indicated no differences 
between the three groups (see Tables 44, 45, and 46). Tests 
of chi square of those issues tending to suggest possible 
differences, namely, the use of the Law issue for boys 
versus girls, and of the Affiliation Roles issue for Class C 
versus the other two classes, indicated no significant 
differences (p = -50 and -80, respectively). Consequently, 
there is no support in the data for either sex differences 
or class differences in issue usage. 

These trends in issue usage are taken into account 


in discussing the implications of the study. 
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TABLE 42 


Mean Percent Issue Usage’on Pretest 


Moral Judgment Scale for Girls and Boys 


Punishment 


Property 24.7 24.8 
Affiliation Roles 32.3 29.8 
Life 10.0 11.6 
Contract-Trust 10.3 8.4 


Law 


Ns 35 a 


TABLE 43 
Mean Percent Issue Usage on Total Posttest 


Moral Judgment Scale for Girls and Boys 


Issue Girls Boys 
Punishment 2207 24.1 
Property Bie 209 
Affiliation Roles 2205 20.6 
Life 18.3 19-2 
Contract-Trust 9.6 705 
Law Pie 75 

Ne 5 34 
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TABLE 44 
Mean Percent Issue Usage on Pretest Moral Judgment Scale 


for Three Class Groups 


| 


Issue 


Class A Class B Class C 


Punishment 


18.5 21.8 2367 
Property 22.5 23.2 19.5 
Affiliation Roles 35-1 29.5 26.5 
Life 11.6 8.9 10.8 
Contract-Trust 9.2 13-3 L383 
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TABLE 45 
Mean Percent Issue Usage on Direct Posttest 


Moral Judgment Scale for Three Class Groups 


Class A Class B Class C 


Punishment 20.4 20.5 
Property 26-6 24.8 2267 
Affiliation Roles 32-6 30.4 30.2 
Life 9-5 ad 11.9 
Contract-Trust Wee 10.6 1064 
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TABLE 46 
Mean Percent Issue Usage on Total Posttest 


Moral Judgment Scale for Three Class Groups 


Class A Class B Class C 


Punishment 229 25.8 
Property 22.0 22.0 18.5 
Affiliation Roles 2302 21.9 19.2 
Life 18.8 L723 20-5 
Contract-Trust 6.3 9.8 9.4 


59 6.6 


CHAPTER V 
Discussion 

Effect of teaching style 

In testing Hypothesis 1, the analysis of the direct 
posttest provided support for a relationship between teach- 
ing style and the development of pupils’ moral reasoning 
over the school year (see Table 5 and Figure 4). Most 
developmental change was shown by the pupils of Teacher B, 
whose style was a mixture of opening and closing behaviours. 
Even though Teacher A‘’s style was characterized by opening 
behaviours and Teacher C's by closing behaviours, pupils of 
Teachers A and C showed approximately the same amount of 
changee The independent variable under study was teaching 
style as exercised throughout the school year, and as 
exemplified in the observed class periodse Content analysis 
of the two recorded class discussions provided evidence of a 
characteristic sequence and emphasis in each teacher's style 
of questioning (see Appendix D)- Teacher B's questioning 
style involved a sequence of cognitive memory and convergent 
thinking questions associated with defining the problem, 
followed by divergent thinking questions eliciting possible 
consequences and possible alternative solutions to the prob- 
lem. These alternatives were then weighed using evaluative 
questions such as "Which is better?" and "What should they 
do?" Throughout these evaluations, convergent thinking 


processes were elicited by questions requiring verification 
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and substantiation of the positions taken. Although all 
types of questions were used at each phase of the discuss- 
ion, nevertheless one type played a dominant role at each 
phasee Many instances of moral reasoning were produced by 
the pupils during the discussion in Teacher B's classe In 
contrast to Teacher B's questioning style, Teacher A empha- 
Sized pupil opinion by eliciting divergent thinking with 
little demand for evaluation and substantiation. Evaluation 
in this class dealt with personal preferences, rather than 
measurement against some external standard of excellence. 

It is significant to note that there was no evidence of 
moral reasoning by any pupil during the first discussion in 
Teacher A‘s classroome Teacher C also used a characteristic 
sequence, initiating each discussion with a series of cogni- 
tive memory questions eliciting a detailed reconstruction of 
the facts associated with the dilemma presented in the film- 
stripe The problem was then directed towards a specific 
solution through the use of convergent thinking questions. 
Divergent questioning was used to elicit possibilities 
regarding the consequences of the main actor's decision, 

but not to elicit possible alternative solutions. Asa 
result, the evaluative thinking elicited by Teacher C was 
directed towards a single solution rather than an appraisal 
of several alternative solutions. Since Teacher C intro- 
duced a certain amount of cognitive and affective conflict 


into the discussion through the elicitation of pupils’ 
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moral knowledge, consequently there were some instances of 
moral reasoning by the pupils during the discussions. 

It is suggested that the three teaching styles 
stimulate different degrees of cognitive conflict within 
pupils, thus accounting for their differential effects on 
the development of moral reasoning. Teacher B's use of a 
carefully organized and varied sequence of opening and 
closing behaviours provided numerous opportunities for 
cognitive and affective conflict, for focusing on the perti- 
nent factors in the moral dilemma, for sharing and comparing 
perspectives and hence for role taking, for determining 
consequences, for recognizing and evaluating the claims of 
the different actors in the dilemma, and for proposing and 
evaluating alternative solutionse In contrast, Teacher A‘s 
concentration on divergent opinions with little substantia- 
tion, evaluation, and counterjudgment failed to provide such 
opportunities for role taking, for focusing attention on the 
rights and expectations of others, for challenging and 
consolidating points of view, and for evaluating outcomes. 
Teacher C's emphasis upon factual reconstruction and the 
determination of a specific solution restricted the pupils’ 
focus to certain aspects of the problem selected by the 
teacher, and did not allow pupils to suggest alternative 
solutions. Consequently the almost exclusive use of closing 


behaviours by Teacher C failed to provide the pupils with 


opportunities for focusing on all the relevant aspects of 
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the problem, for developing empathy for each of the actors 
involved in the dilemma and hence for affective role taking, 
and for exploring and evaluating alternatives. Teacher C 
therefore failed to arouse the cognitive and affective 
conflict essential to developmental change. 

The curvilinear relationship between the teacher's 
position on the opening-closing behaviours continuum and 
developmental change in the pupils suggests that being 
"locked into" a position of openness or closedness, while 
manifested in opposite types of questioning styles, has the 
same effect upon the classe In either case pupils appear 
to match the teacher's expectations rather than to experi- 
ence genuine cognitive and affective conflict leading to 
development in moral reasoning- Such an interpretation was 
confirmed by the data. While the differences on mean 
pretest moral judgment scores between Classes A and C were 
approaching significance on the Scheffé test (p = .173 see 
Table 4), pupils in these two classes were highly similar 
by the time of the posttest, as evidenced by the Scheffé 
comparisons of means for adjusted posttest scores ( p= .97, 
1.000, and .98s see Tables 5, 7, and 9, respectively). The 
analysis of teacher questioning style and the evidence of 
varying developmental change in pupils exposed to different 
teacher styles thus provides support for the parallel 
between style of classroom interaction and the stimulation 


of disequilibrium as proposed in the study. 
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Although Class B showed a significant change on the 
direct posttest compared to Classes A and C, no difference 
between classes was shown on the indirect and total post- 
tests (see Tables 7 and 9). In fact, a substantial number 
of pupils showed a drop in scores from the pretest to the 
new items of the indirect posttest. The change shown on 
the repeated dilemmas, therefore, was apparently not 
generalized to the new dilemmas. Since one of the new 
dilemmas was placed between repeated dilemmas, and since 
the posttest was administered in two phases with one of the 
new dilemmas being administered in each phase, the drop in 
scores cannot be attributed solely to fatiguee Some partial 
explanation for this lack of generalization may be derived 
from a consideration of the content and the issues involved 
in the various dilemmas. The literature reviewed in Chapter 
II indicated a lack of internal consistency in the instru- 
ment used in the study, with the content of the dilemmas 
partly determining the level of the response (Kohlberg,19- 
71bs Kuhn, 1976; Rest, 1976; Lieberman, 1971). Moreover, 

a greater number of unscorable responses was found among 

the individual probes on the two dilemmas of the indirect 
posttest than on the other three dilemmas of the pretest 

and the direct posttest, suggesting greater difficulty in 
responding to the items» This difficulty was associated 

in particular with items probing the issues of Life and 


Contract-Trust on the new dilemmas. There were also 
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indications that the pupils had more difficulty integrating 
the issue of Punishment with Life or Contract-Trust, as 
required on the indirect posttest, than they had integrating 
Punishment with Property or Affiliation Roles as required 
on the pretest and direct posttest. A question therefore 
arises as to the appropriateness of these dilemmas for 
children at the age level of the study sample. The results 
also suggest that teaching style as observed and quantified 
in the study, considered separately from the content issues 
dealt with by the teacher, is only one of the instructional 
variables to be examined for its effect on the development 
of moral reasoning. 
Effect of pupil participation 

The testing of Hypothesis 2 showed that pupils who 
participated more frequently in class discussions had 
initially higher scores in moral reasoning than pupils 
with low-frequency participation (see Table 11). There 
was, however, no systematic relationship between frequency 
of class participation and measures of developmental change 
in moral reasoning over the school year (see Tables 13, 14, 
and 15)- These findings suggest a possible long-term 
rather than a short-term relationship between active class 
participation and the development of moral reasoning. 

Although not analyzed statistically, there was 
evidence of a more generalized participation in class 


discussions among the pupils in Class B than in the other 
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two classese A comparison of class participation during 
the two observed class discussions indicated that while 

4 pupils in each of Classes A and C contributed 37% and 41% 
of the total responses, respectively, no pupil in Class B 
contributed more than 6% of the total pupil responses for 
that class. This greater spread in participation by pupils 
in Class B compared to the domination of the discussions by 
a small number of pupils in the other two classes may also 
have contributed to the greater change in moral reasoning 
shown by the pupils in Class B over the school year. 

These observations regarding differing patterns of 
participation among the three groups raise questions 
concerning the relationship between the measurement of 
frequency of pupil participation and teaching style. Because 
high participators tended to be drawn from Classes A and C, 
rather than from Class B where participation was more 
generalized, high frequency of participation tended to be 
associated with the types of intellectual operations 
predominant in these two classes, namely, expressing diver- 
gent opinions as in Class A, and recapitulating factual 
information or making convergent associations as in Class C. 
This unforeseen association meant that the expected outcome 
in regard to Hypothesis 1, vize, that Teacher B would be 
more effective, was inconsistent with the expected outcome 
of Hypothesis 2,5 vize, that more frequent participation was 


more effectivee The question also remains whether Class B 
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would have shown the same developmental change in moral 
reasoning compared to the other two classes had Teacher B 
interacted with only a small number of pupils in the class, 
using the same mixed opening and closing style of inter- 
action. These observations indicate the need for some other 
means of measuring frequency of class participation in 
relation to the development of moral reasoning in the pupils. 
The measurement of pupil participation in the study 
also included a consideration of the quality of verbal 
response as an indication of quality of cognitive and affec- 
tive participation. The measure used was a teacher rating 
of the cognitive level of pupils' day-to-day class partici- 
pation. No relationships emerged between these ratings and 
developmental changes in pupil moral reasoning (see Tables 
16, 17, and 18). However, a content analysis of the 
observed class discussions suggested that pupils with higher 
moral reasoning scores and those showing more developmental 
change over the school year responded more thoughtfully and 
showed more awareness of the conflict in the dilemmas being 
discussed, by attending to a larger number of the relevant 
factors and by attempting to integrate the claims of the 
different actors in the dilemmase As a consequence, such 
pupil responses were characterized by hesitation, vacilla- 
tion, inconsistency, and even confusion while the pupils 
attempted to integrate opposing points of view. The content 


analysis also showed that Teacher B assisted such pupils to 
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clarify their thinking by means of well-placed cognitive 
memory, convergent thinking, and evaluative questions 
involving recapitulation of relevant information, substanti- 
ation, contrasts and comparisons, logical conclusions, and 
evaluationse In contrast, Teachers A and C both failed to 
encourage such hesitant searching by the pupils during the 
discussions, but in different wayse While Teacher C attemp- 
ted to dispel the ambiguity by directing the discussion 
towards an immediate solution through one-step convergent 
questioning, Teacher A sought for more ambiguity by elicit- 
ing further divergent opinions, thus ignoring the pupils’ 
attempts to resolve the ambiguity. The content analysis 
suggested that a measure of cognitive level of pupil parti- 
cipation would have been better based on the specific 
responses of pupils during the observed class discussions. 
It also emphasized the importance of teacher style in 
developing pupil skills associated with moral reasoning. 
Despite the nonsignificant results obtained in 
testing Hypothesis 2, therefore, the content analysis of 
the recorded class discussions confirmed rather than 
diminished the original expectation on which the study was 
based. A different way of operationalizing pupil participa- 
tion, such as a frequency score weighted for the cognitive 
level of the response similar to that used on the Teacher 
Opening-Closing Behaviours Scale, may show relationships 


between frequency and quality of pupil participation and 
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the development of moral reasoning. 
Effect of sex_and IQ differences 

Analysis of the data associated with Hypothesis 3 
indicated that there were no differences between boys and 
girls in the pretest and direct posttest moral reasoning 
scores (see Tables 19 and 20). However, sex differences 
were found on the indirect and total posttests, with girls 
scoring significantly higher than boys on the new dilemmas 
of the posttest (see Tables 21 and 22), The interpretation 
of this finding is not clear. The sex differences on the 
indirect posttest cannot be accounted for by class differ- 
ences since no class differences were found on the indirect 
posttest (see Table 7), even with the effect of sex differ- 
ences removed (see Table 25). Since, however, a significant 
effect of IQ differences was found on both pretest and post- 
test scores (see Tables 29, 30, 31, and 32), the confounding 
of IQ and sex is a possible explanation of sex differences 
on the indirect posttest scores, Classroom differences on 
the direct posttest, however, were not accounted for by sex 
differences (see Table 23), thus leaving intact the finding 
of the effect of teaching style as established under Hypo- 
thesis l,. 

A consistent IQ effect upon level of moral reasoning 
was found throughout the analysis of the data (see Tables 29 
through 37), indicating an interrelationship between level 


of intelligence and both initial level and developmental 
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change in moral reasoning. This finding is in keeping with 
the literature indicating a moderate correlation between IQ 
and moral reasoning (Keasey, 1971; Kohlberg, 1964; Tracy & 
Cross, 1973). The findings of the present study regarding 
IQ and developmental change, however, are not consistent 
with those of Tracy & Cross (1973), who did not find a 
relationship between IQ and upward change in moral reasoning 
in their sample. Furthermore, although there were no 
pretest differences between the three classes both with and 
without controlling for IQ (see Tables 3 and 33), the 
differences between the three classes in the direct posttest 
were found to be marginally attributable both to IQ and to 
teacher effect, with teacher effect being slightly more 
significant (see Table 34), suggesting a possible confound- 
ing of the two variables. An interaction between teaching 
style and pupil intelligence is to be expected within a 
cognitive-developmental framework, and consequently the 
study did not anticipate finding a "child-proof" teaching 
style. Followup research moving away from the naturalistic 
mode and attempting intervention could make possible an 
analysis of the interaction effect between teaching style 
and pupil intelligence on the development of moral reason- 
ing. 
Findings regarding issue usage 

The post hoc analysis of the data associated with 


issue usage provided evidence for the stage-specific 
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character of certain issues, The Punishment issue was seen 
to be associated with the lower Stage 1 scores in the 
sample, while the issues of Property and Affiliation Roles 
were associated with transition into and consolidation of 
Stages 2 and 3 moral reasoning, respectively (see Tables 39 
to 41, and Figures 5 to 7). Changes in level of moral 
reasoning appeared to be preceded by change in issue usage, 
with lowest-scoring subjects on the posttest defining 
problems less in terms of the Punishment issue and more in 
terms of the Law and Property issues than they had on the 
pretest (compare Tables 39 and 41 for Range 1, and Tables 
39 and 40 for Range 2). Although continuing to use these 
issues with qualitatively Stage 1 processes, subjects never- 
theless appeared to focus on different issues in defining 
the problem, thus seemingly preparing the way for qualita- 
tively different ways of resolving the problem, Furthermore, 
certain issues such as Life and Contract-Trust seemed 
beyond the competence of this age range and were used only 
with considerable difficulty, again suggesting an inter- 
action between content and structure in moral reasoning. 
These findings are in keeping with the theory of entering 
issues found in the literature (Kohlberg et al., 1975; Rest, 
1973, 1974a, 1974b, 1975, 1976; Rest et al., 1974) which 
emphasizes the interaction between issue and structure in 
the process of stage transition. Such an interaction 


indicates the necessity of providing opportunities for 
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dealing with stage-specific contents in order to promote 
development, 

Development in moral reasoning, then, involves not 
only resolving moral problems in a structurally different 
way, but also learning to define problems more accurately. 
This second aspect of developmental change is further 
evidenced by the finding that subjects reasoning more 
maturely showed more skill in focusing upon the relevant 
issues of a problem (see Figures 8 and 9). The study found 
that the higher the pupils' scores in moral reasoning, the 
more closely they approximated scorers' expectations regard- 
ing which issues would be focused upon in responding to a 
particular item on the Moral Judgment Scale. This ability 
to define the problem less egocentrically involves advance- 
ment in role-taking skills, emphasis upon intentionality, 
and the ability to compare values in some kind of hierarchi- 
cal manner. Increase in scores by individuals indicates 
development in these abilities. Consequently the teaching 
style of Teacher B, with its greater opportunity for sharing 
and comparing perspectives, for evaluating claims of actors 
and outcomes of alternative solutions, apparently promoted 


the ability to define moral problems with increasing 


accuracy, 


Theoretical implications 


A number of significant implications for cognitive- 


developmentalism appeared in the study. For instance, 
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naturalistic factors were found to influence the development 
of moral reasoning. This finding conforms to and elaborates 
theoretical expectations, for although stage change is 
posited as a self-regulated process, it proceeds by way of 
the interaction of the individual with his environment, 
Among influential factors, then, are different teaching 
styles currently in use in the schools, which have different 
effects on the rate of pupils' development in moral 
reasoning, 

Besides contributing information about factors 
external to pupils, implications of the study also relate to 
mediating factors within individuals, and principally to the 
mediating role of initial level of moral reasoning. The 
initial level of moral reasoning was shown to be the most 
significant variable in developmental change throughout the 
study (p= .002; see Tables 5 to 9, 13 to 18, etc.). One of 
the specific effects of initial level of moral reasoning 
apparent in the study was by way of a ceiling effect. 
Present stage of moral reasoning limits the amount of change 
that can be expected to occur in an individual, as evidenced 
by the greater shift among pupils using lower-range moral 
reasoning on the pretest compared to those with higher 
pretest scores (see Figure 3). The confirmed theoretical 
importance of initial level of moral reasoning has a number 
of practical consequences, It lends support to the conclu- 


sion of Tracy & Cross (1973) that experimental studies of 
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moral reasoning must take more account of initial level 

of moral reasoning, It highlights the relevance of the 
comparative analyses in this study (see Tables 5 to 9 and 
Appendix C) in which change estimated in raw scores was 
contrasted with change calculated using statistical methods 
to control for »oretest differences, The importance of 
initial level of moral judgment demands statistical proce- 
dures sensitive enough to control for its effects. It also 
demands recognition in the design of experimental and 
practical interventions, since both horizontal decalage and 
upward change through exposure to higher-stage reasoning are 
governed by present-stage functioning. 

Another significant implication of the study 
concerns the rate of development of moral reasoning. The 
distribution of scores and the small amount of change in 
pupils' moral reasoning over the year (see Figures 2 and 3) 
confirm the gradualness of the change process and fit in 
with the evidence that places a limit on the stage of moral 
reasoning normative at this age level (Kuhn et al., 1972; 
Moir, 1974; Sullivan, 1975). Research results on this 
point, however, have been confusing. Even though Kohlberg 
(1973a) stated that principled moral reasoning, if achieved 
by an individual at all, was not achieved until after age 
twenty, in some recent study samples (Blatt & Kohlberg, 
1973; Krebs & Kohlberg, 1973; Saltzstein et al., 1972) 


almost one third of the elementary school subjects were 
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scored at Stages 4 and 5. It would seem that the use of 
Scoring methods which allow for stage assignment on the 
basis of verbal usage only, rather than on an analysis of 
the structure of the individual's moral thought, fails to 
provide adequate information, The further accumulation of 
evidence related to the limiting effect of logical and 
affective development on children's moral reasoning remains 
important for the clarification of cognitive-developmental 
theory. 

One other implication of the study is also signifi- 
cant for cognitive-developmental theory, The study provided 
evidence to suggest that a change in substage level of moral 
reasoning is preceded by a change in issue usage (compare 
Tables 39 and 41 for Range 1, and Tables 39 and 40 for Range 
2). While the finding is preliminary, a longitudinal 
content analysis of pupils' responses to the moral reasoning 
dilemmas suggested trends regarding within-stage development 
over the time period of the study (see Figure 10). For 
example, pupils reasoning at Stage 1 who had responded to 
items in terms of Punishment and self-concern on the 
pretest, frequently redefined the same items in terms of a 
heteronomous, Stage 1, Affiliation Roles response on the 
posttest at the end of the school year. Pupils, however, 
who had used such an authoritarian Affiliation Roles 
reference on the pretest, tended to redefine the question 


in terms of a heteronomous, Stage 1, Law response on the 
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posttest. These trends suggest the possibility that an 
individual, while still reasoning with Stage 1 structures, 
defines the problem in an increasingly decentered and 
differentiated way, by externalizing the problem beyond 
himself and his own anxieties about concrete physical 
consequences, to persons or forces outside himself, The 
problem thus becomes more generalized and abstract, and 
consequently more controllable, Such a refocusing of the 
problem corresponds to the cognitive-developmental descrip- 
tion of transition from Stage 1 to Stage 2 reasoning as a 
process of increased differentiation between physical and 
psychological realities, and increased self-direction and 
control over one's environment. Parallel trends were also 
noted among pupils reasoning at Stages 2 and 3, as indicated 
in Figure 10. This shift in the way individuals focus on 
the problem, as observed in the moral reasoning protocols 

of the study sample, provides data for a possible model of 
the process by which structures are generalized from the 
entering issue of a particular stage to other content 
domains through the process of horizontal décalage. Such a 
model, if verified by further research, would provide both 
the opportunity for tracking within-stage development and 

at the same time provide the basis for the design of strate- 
gies to promote the lateral extension of a structure, there- 
by promoting stabilization and consolidation of a mode of 


reasoning and preventing the fixation of particular issues 
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or contents at lower stages of reasoning. This as well as 
several of the preceding points have not only theoretical 
implications, but are also relevant to educational practice, 
Educational implications 

The findings of the study emphasize the importance 
of the naturalistic factors of teaching style and pupil 
involvement in promoting the development of moral reasoning 
in elementary-school-age children. In particular, the 
analysis of teacher opening and closing behaviours calls 
for professional development programs to enable teachers to 
acquire a teaching style appropriate for moral education. 

In view of the evidence, an appropriate teaching 
style is one which involves a carefully sequenced combina- 
tion of opening and closing behaviours in teaching, as a 
means of developing skills prerequisite for moral reasoning, 
including the skills of logical and affective decentering 
and perspective taking, predicting consequences, and evalu- 
ation. Such teacher-pupil interaction in discussing moral 
problems promotes the development of skills specifically 
related to moral decision making. The appropriate use of 
cognitive memory and convergent thinking questions is 
essential for learning the skills required for analyzing 
moral problems accurately, and in developing sensitivity to 
the specifically moral aspects involved, Pupil skill in 
establishing and evaluating alternatives requires that the 


teacher provide timely opportunities for divergent and 
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evaluative thinking, Finally, by eliciting evaluations 
which use moral responsibility as the criterion of judgment 
the teacher enables pupils to acquire skills associated with 
prescriptive judgments, The need to assist teachers in 
acquiring a teaching style appropriately combining opening 
and closing behaviours is the study's first implication for 
education, 

The results of the study also imply the need to 
question the prevailing recommendation that intervention in 
moral education should be by way of modeling +l reasoning. 
Teaching styles measured in terms of opening and closing 
behaviours amount to assessments of the teacher's use of 
questions. Since questions stimulate cognitive conflict, 
and cognitive conflict leading to disequilibrium is theore- 
tically required for the development of moral reasoning, 
the findings in regard to teaching style are not unexpected, 
On the other hand, modeling, rather than stimulating 
disequilibrium, tends to provide the "right" answer, thereby 
leading to passive imitation, Although it has not been 
verified by research, the possibility exists that the use 
of models, particularly when accompanied by rewards for 
imitation, may lead to fixation at a particular stage, 
rather than to developmental change. Consequently, while 
it is important to work with stage-specific structures 
through the wise use of the issues of authority and punish- 


ment particularly at Stage 1, of rewards at Stage 2, and of 
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approval at Stage 3, nevertheless care must be taken to 
avoid the interaction of modeling with stage to produce 
imitation out of deference or fear at Stage 1, out of 
self-interest at Stage 2, or out of need for approval at 
Stage 3, since such passive imitation would tend to promote 
fixation rather than developmental change. There is, 
furthermore, the danger of reinforcing present opinion by 
the presentation of models (Keasey, 1973). These objections 
to the +1 modeling paradigm, coupled with the findings of 
the study, suggest that exposure to higher-stage reasoning 
is more effectively accomplished through the questioning and 
problem-solving processes associated with opening and closing 
behaviours in teaching style, than through the presentation 
of models, 

The study also highlights the need for educational 
programs which stimulate within-stage development of pupils. 
Evidence from the study (see Pieare 3) as well as other 
research using elementary-school-age samples (Keasey, 1973; 
Kohlberg & Kramer, 1969; Kuhn, 1976; Moir, 1974; Sullivan, 
1975) support the understanding that movement from one stage 
to another generally requires a time period of years 
(Flavell & Wohlwill, 1969; Rest, 1974a). Accordingly, the 
elementary school teacher should emphasize horizontal 
development and the prevention of fixation as the immediate 
goals of moral education, rather than stage change exclu- 


sively, Also related to horizontal development is the trend 
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towards a progressive issue usage within the same stage 
noted in the study (see Figure 10). Although it requires 
further research, its verification would provide an 
additional basis for the design of classroom strategies to 
promote horizontal décalage, 

Even though educational interventions at this age 
level are more appropriately directed towards horizontal 
décalage rather than stage change, the overall planning 
of the strategic use of opening and closing behaviours by 
the teacher must also be made within the framework of 
stage-related skills associated with transition into the 
next stage, Since the emphasis in movement from Stage 1 to 
Stage 2 is upon the restructuring of relationships with 
authority, the teacher must provide the pupils at this stage 
with an appropriate combination of convergent, divergent, 
and evaluative questions which promote decentering, the 
exploration of relationships between actions and consequen- 
ces, and the movement of locus of control from external 
factors to the self, The selective and wise use of the 
issue of punishment by the teacher is of importance in 
promoting the development of such skills at this stage, and 
in preventing fixation at Stage 1 structures. Movement from 
Stage 2 to Stage 3 involves the development of skills asso- 
associated with reciprocal role taking. Consequently, the 
teacher's questioning must provide the pupils with opportu- 


nities for examining consequences from the viewpoint of 
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others, for attending to the feelings of others, and for 
becoming aware of the intentions of others. Rewarding 
consideration of others is also an important element in 
promoting the acquisition of these skills by the pupils at 
this stage of development, 

The study's final implication for educational 
practice arose out of the content analysis of the recorded 
discussions, The analysis indicated the importance of 
pupils' moral knowledge and moral feelings in the moral 
reasoning process, For example, the pupils in Classroom C 
were confronted with the statement by one pupil that "It's 
better not to lie." Several children supported this point 
of view, and the discussion revolved around their need to 
integrate this statement of moral knowledge and its accom- 
panying feelings into their reasoning about the moral 
dilemma being discussed, The statement acted as a catalyst 
in promoting more reflection upon consequences, responsibi- 
lities, and alternatives, and consequently lead to more 
adequate reasoning about the problem, Similarly, the 
expression of moral affects by pupils, such as "I'd feel bad 
if people didn't trust me", had the effect of leading the 
pupils to integrate their own feelings about right and 
wrong in solving the dilemma. The teacher's role in promot- 
ing such integration of moral knowledge and moral feelings, 


and in developing these domains as intrinsic to the moral 


reasoning process was also exemplified in the discussions, 


res | Tal 


tot bre vaste Yo egnttuor entot sitbawess oot at 
sribyaweh ,atedte Yo wnokinstnt ent 2e oxsws grimooed = 
nt sHtamele daavrogm! ts cals at Bredto To noitsteblentod 
$a eliqua sit yd eliide vesad to nottisivpos ant anitomozg . ‘ 
_fnoatjoteved Yo opetovette 
[enoltsoube sot nolteoliquk Lent? e'ybats eft 


bebtooet sit To clnyfeans dnstioo ent To tuo seots soltoas xy 
to gonesizoam! ent betsotbnt alsyiene sat .enoiseyoptbh 
Latom edt mi aanifest Isom brs sybetword tavom ‘eliquq 
) mooreesld mi sliqua ent ,slqmaxe’ 20% .eee0eng grinogee 
atti" teft Sicuq emo yd tasmetate edt Atiw betnotines stew 
tntoq aint betiogaua noeiwbiins laxovee "eff ot tom setted 
ot been tiedt bavets bevioves notasvostb’ eat bas wwoly To 
_mooos ati bas sybelwond [stom to tremetats efny etatgetal 
fexom sit tuods aninogszet iisdt otab agnifest qaiyneq 
tayistso a 2s betos tnsmetate sd? ,hsvatoath anted ammel tb 
-idtenoqae1 ,asoneupestoo noqu noitosite: encom gniidomoug: nt 
etom ot bael ylimeupsenco bis ,nevitenietia base yeelset 
ent ire imie mefdoxg edt tuods gninossst etaupebs - 
bad [set b'l” ea dour ,aliquq yd stostts Isetom to noleae3gxe 
eit gnibsel to tostts ent bet , "om seuss t nbtb sigoog ‘tL ae 
bose trnia tuods agnifeeset nwo atedé ats tgotnt of efiquq 
-tomorg mi efor e'isdonet ofT .smmattbh end gniviow at ante) 
agmtfest {atom bas eabelwond fsvom 40 Suet 
[atom edt oF olaniatit as actianiob eset gerbqe 
.enolaasoeth edt ni bettilqmexe cals esw aseoonq gas A 


L5e 


For example, early in the first class discussion, Teacher C 
dealt with the question of telling the truth by saying, 
"Sometimes you sort of have to struggle with your own 
conscience: "Should I tell, or should I not?' And if it's 
the truth, you should actually try and tell, shouldn't you?" 
In contrast, at the same juncture inthe discussion Teacher B 
raised the question, "Will he be lying if he doesn't tell?", 
thus leading the pupils to a refinement in their understand- 
ing of the nature of truthfulness and lying, and consequent- 
ly in the feelings associated with the decision they were 
asked to make, The teacher's role in clarifying and inte- 
grating the pupils’ moral knowledge and moral feelings is 
thus seen as an important aspect of the overall process of 
moral education, 

In summary, then, the study indicated the value of a 
teaching style which makes skillful use of opening and 
closing behaviours to bring about cognitive conflict within 
the pupils in order to stimulate both the extension and the 
restructuring of mental skills for moral problem solving, 
thereby promoting a better definition of moral problems and 
a better understanding of moral knowledge. Such a teaching 
style is valuable because it stimulates within-stage 
development and prepares the way for upward stage change. 
Further verification of the usefulness of the proposed 
mixed opening-closing teaching style would result from the 


further research suggested by the study. 
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Implications for further research 


Several implications for further research are 
provided by the study, Firstly, experimental studies 
designed on the basis of findings from the present study 
are needed to test further the effects on the moral reason- 
ing of children of different combinations of opening and 
closing behaviours in moral education programs. 

Secondly, a further analysis of the relationship 
between pupil participation and the development of moral 
reasoning is required, The study suggests the use of 
frequency scores weighted for the cognitive level of the 
response, Similar to the weighting of scores on the 
Teachers' Opening-Closing Behaviours Scale, Such an opera- 
tionalization of pupil participation would offset the 
confounding of pupil participation and teacher style noted 
in the present study, and would provide useful information 
regarding the importance of active involvement in the moral 
discussions recommended in the cognitive-developmental 
approach to moral development, 

An analysis of the relationship between IQ and issue 
usage would also be useful in order to determine the extent 
to which the differences in issue usage noted in the 
present study and in other moral development research are 
a function of differences in intelligence among subjects, 
While the interaction between intelligence and moral reason- 


ing in general has been analyzed in the literature, a more 
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thorough analysis of the effect of level of intelligence on 
issue usage is needed if the theory of issue usage is to be 
better understood, 

Of particular importance is the need for further 
research into the process of within-stage development 
suggested in the study. Since the process of stage change 
has been shown to be a lengthy one, the need for a better 
understanding of the processes of lateral extension of 
structures is essential to more adequate educational inter- 
ventions, Research is needed, therefore, to test whether 
stage-specific patterns of horizontal décalage can be 
detected, such as that suggested by the observations from 
the present study as summarized in Figure 10. Consequent 
upon such research would be the development of instrumenta- 
tion similar to Rest's Defining Issues Test (Rest et al., 
1974), suitable for elementary-school-age subjects, and 
adequate for a rapid assessment not only of general range 
of moral reasoning, but also for detecting those areas of 
within-stage development in which developmental lag may 
have occurred, 

Finally, since moral education is to a large extent 
a matter of developing the skills associated with moral 
decision making, the study implies the need to design and 
test strategies for the development of such skills. These 
include both skills prerequisite for moral reasoning and 


those specifically involved in moral problem solving, such 
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as logical and affective perspective taking and the develop- 
ment of an increasingly adequate reference group in making 
moral judgments, skill in defining problems, predicting 
consequences, searching for alternative solutions, focusing 
on relevant information, discerning the moral aspects of the 
problem, making evaluations, and so on. The study indicated 
the importance of teaching style as one way of promoting 
these skills, The effectiveness of moral education programs 
requires the identification and testing of a variety of such 
strategies, 
Conclusion 

The present study, completed as it was in a school 
setting, provides some preliminary insights into aspects 
of day-to-day teacher-pupil interaction which promote the 
development of moral reasoning in children at the elementary 
school level, The gradualness of the developmental process 
in the moral domain is apparent. Accordingly, within-stage 
development through the generalization of existing moral 
structures across new content areas is advocated as the 
immediate goal of moral education at this age level, rather 
than stage change exclusively. For this purpose a teaching 
style combining opening and closing behaviours is recommend- 
ed to promote the cognitive conflict, the logical and 
affective skills, and the generalized class participation 
in discussions involving stage-appropriate content essential 


to the development of moral reasoning. The dynamic role of 
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issue usage in moral problem solving highlights the need for 
greater attention to the interaction of content and stage, 
and to the process by which stage structures are extended 

to new content areas. It is important at this point in the 
evolution of cognitive-developmental theory of moral reason- 
ing to further elaborate these processes of within-stage 


development and their application to educational practice. 
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APPENDIX A 


Intellectual Operations 


Cognitive Memory Operations: the simple reproduction of 


promoted by teacher 


Convergent Thinking: 


promoted by teacher 


facts, formulas, or other items of 
remembered content through such 
processes as recognition, rote memory, 
and selective recall. 


cues requiring: 

fact stating 

quoting 

recitation 

repetition or rephrasing 

recapitulating 

clarifying by adding informative 
details 


the process whereby the student 
takes a number of facts or associa- 
tions, and puts them together in 
certain predictable combinations to 
come up with one right possible 
answer. 


cues requiring: 

» convergent association (likes and 
differences, comparisons, etc.) 

synthesis 

generalization 

logical conclusion 

summary reformulation 

causal relationship 

explanation 

substantiation 

translation 

consensus 
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APPENDIX A (continued) 


Evaluative Thinking: 


the process whereby the student 


judges actions, opinions, solutions, 
or persons according to some value 
continuum. 


promoted by teacher cues stimulating: 


Divergent Thinking: 


value judgment 

construction of personal value 

dimension (standard / criterion) 

by the pupil (e.g. what he considers 

heroic) 

rating in terms of a scale of values 

assessment of probability 

modification of a prior value 
judgment 

stating a counter judgment 

making a choice between alternatives 

Batab iene a more precise value 
dimension 


the search for a variety of unpre- 


dictable alternatives (ideas, opinions, 
solutions, associations, interpreta- 
tions) from given information. 


promoted by teacher cues stimulating: 


divergent association (comparison, 
analogy etc.) 

implication 

projection to new possibilities 

further answers to pupil responses 
for a new perspective 

extrapolation beyond the given 

independent generation of new ideas 


(Adapted from Gallagher, 19643 Gallagher et al., 1967) 
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APPENDIX B 


Class Participation Rating 


Instructions: 


Please rate each pupil on cognitive level of class 
participation from 1 to 3 using the following guidelines. 


le Pupil gives simple factual responses to questions, 


Es Pupil brings together a number of facts and ideas 
in responding; able to generalize. 


3- Pupil gives original, creative responses; suggests 
alternative solutions or viewpoints. 


Thank you for completing participation ratings for your 
class - and for your assistance and cooperation through- 


out the study. 


Frances MacDonald 


PUPIL COGNITIVE LEVEL OF 


CLASS PARTICIPATION 
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APPENDIX C 
Analysis of Variances Raw Direct Change Scores 


on Moral Judgment Scale for Three Class Groups 


Source af MS FE 
Se a eee 
Group Effect 2 1489.37 2094% 
Error 66 506.85 
* p= .059 


Analysis of Variances Raw Indirect Change Scores 


on Moral Judgment Scale for Three Class Groups 


source af MS F 
Group Effect 2 959+ 56 1.03* 
Error 66 929.13 

* p) =) 036 


Analysis of Variance: Raw Total Change Scores 


on Moral Judgment Scale for Three Class Groups 


Source af MS F 
Group Effect 2 1145.06 2.02* 
Error 66 567.13 
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APPENDIX C (continued) 


Analysis of Variance: Raw Direct Change Scores on Moral 
Judgment Scale for Three Classes after Random Equalization 1 


Source df MS 1 
Group Effect Z 2317-06 5 4he 
Error 57 426.28 


Analysis of Variance: Raw Indirect Change Scores on Moral 
Judgment Scale for Three Classes after Random Equalization l 


Source df MS F 
Group Effect Z 1825.85 2015 
Error Oye 849.03 

* p= ele 


Analysis of Variance: Raw Total Change Scores on Moral 
Judgment Scale for Three Classes after Random Equalization 1 


F 


Source df MS 


1945-11 Gegl= 


Group Effect 


Error 57 497.91 
perme ec RAT eee oe 
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Analysis of Variance: Raw Direct Change Scores on Moral 


Judgment Scale for Three Classes after Random Equalization 2 


Source af MS 9 
Group Effect 2 3227 46 6.96* 
Error 57 463.56 

*% jo) = e001 


Analysis of Variance: Raw Indirect Change Scores on Moral 


Judgment Scale for Three Classes after Random Equalization 2 


Seurce af MS F 
Group Effect 2 2252671 2-60* 
Error 57 867-54 

* p = 08 


Analysis of Variance: Raw Total Change Scores on Moral 


Judgment Scale for Three Classes after Random Equalization 2 


source af MS F 
Group Effect 2 28 59 662 52 64% 
Error 57 507 45 
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Classification of Excerpts from Discussion I for 


Teachers A, B, and C, using the Teacher Opening- 


APPENDIX D 


Closing Behaviours Saale 


Teacher A 


Teacher: 


Michaels: 
Teacher: 


Tony: 
Teacher: 


Ken: 
Teacher 


Pupils 


Teachers 


Pupils 


Teachers 


Code: CM Cognitive Memory Cue 
CT Convergent Thinking Cue 
ET Evaluative Thinking Cue 
DT Divergent Thinking Cue 


Cue 


Boys and girls, you've just seen the 
filmstrip, now eh? So what was the 
title? Joe?...Michael, do you know 
the title? 

The Trouble with Truth. 

Something about truth, eh? Okay, it's 
a problem with truth, eh? Whose boat 
Was it, Tony? 

Captain deve 

Okay, the Captain owned it, eh? So 
what rules did the Captain make about 
his boat? Yeah, Ken? 

For no one to go on it. 

Okay, for nobody to go on it, then, eh? 


Okay, do you think that this Captain had 
a right to make a rule about his boat? 
Yeah, because if they went on, and if 
they slipped, they'd fall. 

Okay, well you're answering two things 
there: He had a right then. It was his 
boat, so he had a right to say. Is that 
what you're saying for one thing? And 
then, why does he have a right? (pause) 
Why do you think he made the rule? 

Well, because if someone slipped and 
fell, they wouldn’t know what to do. 
Right. He doesn't want anybody to get 
hurt on his boat, eh? Okay, so he owned 
the boat; he had a right to make a rule; 


lsee Figure 1 and Appendix A. 


2Pupils’ names altered from original text. 
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CM 


CM 
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Class3 
Teacher: 


Pupils 
Teachers 
Pupils: 


Teacher: 


Pupil: 
Teachers 


Donalds 
Teacher: 
Donalds 
Teachers 


Gails 


Teachers 


Class: 
Teachers 
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Cue 


and he made a rule; and he made a rule 

for a purpose, then, eh? You all see CT 
that? 

YeseeeYepo..(etc.e ) 

Okay » now comes in this trust, eh? The 
title of the story was...The Problem of 
Trust, okay? So we're talking about 
trust.-»Do you think the Captain was a 
person who trusted people? 

Yese 

You say "Yes", eh? Why do you say "Yes"? Cr 
Well, if he leaves a small kid in charge, 

then he must trust a lote.. 

Okaye If he left a small kid in charge, 

you say he has to trust people, eh? Okay. 

Do_ you think it was an expensive boat? ET 
Mm-hmm. 


So he was leaving a lot of trust with 
those kids.-.with that one persone Do 


ou think he was leaving trust, Donald, 
with just that little boy he made Captain, 
Or do you think he trusted everybody? 

He trusted everybody. 


Why do you think - Why do you say that? CT 
I don't know. 


He only made one person Captain. (pause) 
Gail? 

Well, if he only trusted one person, then 
he’d leave that person at the boat and 
then take the others along with him. 
Okaye That could be it, eh? But he put 
one person in charge, eh? I think maybe 
he trusted everybody, but left one person 
in chargee Do you think they all had the CT 
responsibility of being trustworthy? 

YeSeeoe 

How many boys weren’t trustworthy? Or 


boys and girls? Out of the whole group CM 
how_many did not obey the rule? 


ae 


Di 


IDs 


*Item classified by type of pupil response accepted 


by the teachere By convention, in ambiguous cases 
teacher intent is interpreted by acceptance of 
type of pupil response- Similarly, the acceptance 
of a further pupil response constitutes an addi- 
tional teacher cue, with the accepted response 
determining the classification (Bellack, 1974). 
Items so classified are indicated by an asterisk. 
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Class: 
Teachers 


Class: 
Teachers 
Martins 
Teachers 


Donalds 


Teacher (interrupting): 


Roberts 


Teachers 


Pupils 


Teacher: 


Pupil: 
Teachers 


Stans 
Teacher: 


Cue 


Foure.-All of them..-+Four or five...Two. 
Yeah, I think it was two. It could have 
been three. I think it was two. But 
anyway, it was a very small number for 
the whole groupe Do you think it was 
fair, then, for the Captain to punish 
everybody just because of two people 

in the group? 

NOiske @ YES e's 6 

What do you think, Martin? 

(unclear ) 

You don’t think so? 
ing Donald) 

I think it's fair because he warned 
everybody that if anybody - that if one 
person did go on, then - 
Okay, you think it's fair 
because he told everybody, Everybody knew 
what the conditions were then, eh? Okay. 
Robert, do you agree with Donald? So if 
you were told something in class today as 
a class, and then a couple of boys misbe- 
haved, and the class knows about it, is 
it fair to punish the whole class? 


Nos 


Okay? (acknowledg- 


After those two kids had got on, and then 
they came off, then they started to worry 
about it, eh? Because they had started to 
think what was going to happen, possibly. 
Do you think they had a problem? (pause) 
What problem might they have? 

Well, they were kind of worried because 
the Captain might have saw them, or - 

Yes, they were worried that the Captain 
saw them, and they knew what the Captain 


had said...What maybe went through their 
minds when they were deciding what to do? 
(Pause. No response. ) What conflicts 
did they have in their heads? (Pause. 

No response.) Were they going to tell 
the truth? 

Some of them were. 
Some of them were. 
to? Stan? 

Nopee« 

So they have a bit of a problem right 


Were they all goin 
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Teacher: 
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Cue Class. 
there. What do you think could happen DT 


th? Yes, Arthur? 
Well, they might not be able to go on 
the boat - 
nterrupting): Okay, that's one of the 
things that might happen. In fact, 
this is what they had been told, isn't 


it? Donald? DT 
The other kids would get mad at him. 
Okay--»What do you think would happen DT 


if they lied? 
Ifeoethe Captain ever found out, then 


he would be mad, because then they'd 
get a ride on the boat, you know, that 
they didn't deserve at all - 
nterrupting)s Okay. Yeah, and the 
Captain would have found out and maybe 
later on, then, he would have been 
very disappointed. He would have 


trusted people, eh? And the kids would DT* 
have lied to him, got a free ride on 

the boat - 

errupting)+ And maybe he might not 


have let anybody else go on the boat... 

Like if another class or something wanted 

to go on the boat, he might say, "Oh, no, 
because I already had an experience," and 

he wouldn't want to let them go. 

Right. Maybe he'd stop other classes 

from going then, okay? What do you think ED 


they'll do - at the end? 
Pupils (several simultaneously)! I think...I'd say 


Teacher: 


Class (sho 


they'1l..-(etc.) 
Okay.-.«eHow many say they're going to tell BE 


the truth? 
w of hands) 


Teacher (counting raised hands): One, two, three, 


Pupil (who 


foure.e(etce) All right, there's about 
half - over half the classe Okay, now 
let's think about yourselves, eh? How 
many of you have been in a similar situ- 
ation where «.-- you ended up in a conflict 
like this, whether you're going to tell 
the truth or note Can you think of any 


examples in your own life - at school, DT 
or at home? 


has been humming into the mike): Lots: 
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Teacher 


Teacher: 


Janes 
Teachers 
Pupils 


Teachers 


Jims 
Teacher? 


Betty: 


Teacher: 
Mary 8 


Joe 
Teacher: 
Joe: 


Teacher: 
Davids 


Teachers 
Kay 8 


Cue 


We want to consider today...what decision 
the boy in the film is faced with. What 
question does he have to answer for him- 
self? Jane? 

What should I do? 

Okaye (Recognizes another pupil.) 

What were they going to tell the guys 
when they came back. 

Okay» What is your suggestion? What are 
your suggestions? Jim? What should he 
do? What choices does he have, first of 
all? 

Well, he should tell the guys, but he 
doesn't really want to. 

Will he be lying if he doesn't tell? 
Betty? 

Well, if he doesn't tell it wouldn't 
really be lyinge He just doesn't tell 
them, and they'd never find out. They 
didn't break anything, or leave any 
finger prints - 

Mary? 

If the Captain asks, "Did anyone go on 
the boat?", then they'd have to say, 
"Yes, he did," or "No, they didn’t," 

and then he’s going to lie or tell the 
truth. 

Yeah, that's right. 

Joe? 

Well, um, I think he should tell the 
truth, because if he doesn't and they 
ever found out, they'd really offend 
Captain Connors. 

Okay» Anybody else? David? 

Well, I'd tell the truth, because like 
if they ever found out, well that Cap- 
tain, he'd probably say, “Well, gee, I 
left one guy in charge-e He was supposed 
to tell the truth. I trusted him,” and 
all that, and when he found out that they 
lied he'd probably never take them out 
again on the boat, or nothing like that. 
All right. Kay? 

Well, I'd tell the truth, because if he 
didn't tell the truth and they found out, 
they wouldn't trust anybody else - any 
other classes - because they'd think that 
they would be just as dishonest. 
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Cue 


Teachers Okay. Now just go back a minute. Now 
he's got two things he could do: he 
can tell them...right away as soon as 
they come back, that these three kids 
went on the boat...or he can wait, and 
be asked by Dave and the Captain if 
somebody went on the boat. Now consider 
eeeOne way, if they don't ask, and he 
doesn’t tell them, is he Lying? Lois, 
ahciadoay ou 4005 « aeaaremeraiee 

Lois: He's just keeping it from them - 

Teachers All right. Is he being honest, Nora? 

Noras Noe 

Pupil (simultaneously): No. 

Teacher: No? 

Teacher: Okay. Kathy? 

Kathys Somebody's just going to tell them that 
they did. Like, if there's nobody there 
on the boat, but somebody's going to 
tell them - 

Pupil (interrupting): Yeah, there's always some 
guy who didn’t like their lies. 

Teacher: Okay. Colleen? 

Colleent Well, even if they said, "We didn't go 
on the boat," and they didn't find out, 
all the way on the boat they'd probably 
have "Guilty" written all over their 
faces. 

Teachers Okay» Sally? 

Sally: They might go on the boat ride, and then 


they'd get half way over - Well, first of 


all, if they told him, then for telling 
the truth he might still take them, but 
if he just waited until they were half 
way on the boat ride and then he finally 
tells them, they won't trust anybody for 
a long time after that - 


Pupil (interrupting): He'd probably throw them all 


over the side of the boat. 

Teacher (ignoring interrupter and responding to 
Sally): Okay. Now just think for a 
minute about what some of the kids said 
»eewhen they were advising Patrick... 
Now there were some that had one opinion 
and some that had the other opinion. 
What were these, Ted? 

Ted: Well, I think her name was » she 
said that you should tell the truth, 
--(unclear)-- even better than lying. 
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Teachers 


Teacher: 


Pauline: 


Teacher: 


Donalds 


Teacher! 


Marys 
Teachers 


Pupils (severa 


Teachers 


Anns 


Teacher! 
Teachers 


Nora 


Teacher: 


Phyllis: 


Teacher! 


Cue 
Okay» John? 
Okay- So there's lots of things that were 


affecting Patrick's decision. He said at 
the end, "What should I do?" How much 
attention is he going to pay to the 
Opinions of the other kids? Pauline? 
Well, he'll Listen to them and then 

he'll decide which idea is best. 

So there's two things that are influencing 


his decision, right? One of them is his 
friends, his peers, and what's the other 


thing, Donald? 
Well, like, if he listens to them he 


might get himself in trouble, not them. 
Okay, then he's listening to his friends. 


What's the other thing that is influenc- 
ng his decision? Mary? 

What he thinks. 

What he thinks. There's something inside 
of him, called what? 

simultaneously): Conscience. 
Consciencee Right. Okay, so when you're 

making a decisions Should I tell the truth, 
oreeeeven if nobody asks me, you know, I'm 
not lying, because 


if I don't say anythin 
and nobody asks me then that's not really 


lyin is it?...Ann? 
Well, 1 wouldn't think he was...being 


honest, because even if they didn't ask 
hime..eehe wouldn't feel very good...and 
he'd have to tell it sometime. 

So you think he wouldn't be being honest. 
Others? Patsy? 


Okay» Nora, what are some of the things 
that could result from the decisions that 


he makes? 

Well, 1f he tells them...if they ask him 
what he did, and then he says they did, 
they might not be able to go on the ride. 
Okay» That's a consequence- Phyllis, 
what else? 

Well, uh, if he doesn't tell them, like 
if they don't ask him or something, and 
he doesn't tell them, and then they go 
on the boatride, they'd probably all 
feel bad that they didn‘t tell them. 


Okay» Claudette? 
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Cue Class. 


Claudette: Well, like if they tell them, then 
maybe for telling the truth they'll let 
them go on the boat. 

Teachers Okay, so there's another thing that 


might happen. Ken? DT 
Kens Well, uh, like I was kinda sorry for 


that Suy, because if he told maybe he 
might not have been able to go, and 
maybe those other guys got to go. 


Teachers Okay. Tom? Bi 
Tom: Well, let's say...(etc.)...Than all the 


other guys would say, "He went too." 
And he‘d say - 

Teacher (interrupting): Okay. But what did the 
Captain say when he left? He gave them 


' instructions, Lois. What were they? CM 
Lois! He said, "Make sure to obey all my orders, 
and to stay off the boat until we come 
back." 
Teachers What else? He added something to that. CM 
Sally? 


Sally: He told them to make sure that everybody 
stayed off the boat, and to make sure 
they all stayed together on the dock. 

Teachers Anything else? Colleen? CM 

Colleens at 1f one person went on the boat he'd 
wreck it for everybody else. 

Teachers Okaye So that’s important in his decision. 
Noweeeif he tells right away, what are some 1B) 
of the other children going to think of him? 

Pupil: Squealer. 

Teacher: Squealer's one...What else?..-Larry? DT 

Larry ! Well, they're not going to really be his 
friends anymore, because then he's going 
to give up that thing, and if they don't 
get to go, they're all going to blame it 


on him e 
Teachers ll of them, do you think? aut 
Pupils (simultaneously): Yeahe++Noesecetce. 
Teacher: Just one at a time, pleasee Claudette? ey 


Claudette: Well...they probably think that he's 
a brat because he ruined it for everybody, 
but he didn’t really ruin it. The people 
that went on the boat did. 


Teacher: Okay. Chris? CT 
Chriss Well, some guys are gonna think, “Oh, 


that's--(unclear)--He's no good." But 
some other guys might think, "He did the 
right thing, because these guys went on 
and they shouldn't have.” 
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Teacher C 


Cue 


Opening sequence missed on tape. 


Teacher: 
Dicks 
Teachers 
Jacks 


Teachers 
Georges 


Teachers 


Fred s 
Teacher: 


Pupils 


Teachers 


Pupil: 
Teacher: 


Pupils 
Teachers: 


Pupils 
Teacher: 
Dicks 


Teacher? 


Jacks 
Teachers 
Jacks 


Teachers 


All right. What else? Dick? 
They were to obey. 
Allright. Anything else? Jack? 


A boy couldn't make up his mind whether 

he was going to tell the truth or lie. 

All right. The truth about what? George? 
About getting on the boat when the skipper 
- the Captain - told them not to. 

All right. And did he tell one person not 
to go on, or more than one? Fred? 

He told them all. 

He told them alle All right. Anything 
else? Yes 

If anybody..-ewent on the ship, they 
couldn't go with the bunch from the 
daycamp. 

All right. The children thought it was 
something great to go on the ship with 

the bunch from the daycampe Anything 
else? Yes? 

They seen a sailing boat. 

They saw a sailing boat? Yese All right. 
What about the title of the filmstrip? 
Does somebody remember what it was? 

The Trouble with Truth. 

All right. Do you think this is an 
appropriate title for the filmstrip that 
you_saw? 

Yese 

Why? Why would you say it is an appro- 
priate..-title? Dick? 

Because he didn't.eeknow if he should 
tell the truth. 
That's right» Do you have trouble some- 
times when you have to tell the truth and 


you're not sure if you should or not? 
Jack? 


Yese 
Why? 
Well, like they wanted all to go fora 
ridee And he just wouldn't make up his 
mind. 


That's righte So sometimes you sort of 
have to struggle with your conscience, 
right? Should I tell or should I not? 
And if its the truth, you should actually 
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Cue 


try and tell shouldn't you? Right? Now, 
how old were the children about? The 
children that you saw in the film, how 


old were they, do you think? 


Pupils Eight. 

Teachers About eight or nine? 

Pupils Seven or eight. 

Teachert Seven or eight? ? (another pupil) 

Pupil: Six or seven. 

Teachers All right. Probably they would be... 
maybe about eight, nine, or maybe ten 
years old, right? Now, how many adults 
were there? 

PQprl’: Twoe 

Teacher (ignoring respondent): How many adults? 
Richard? 

Richards Two. 

Teachers All right. Do you remember what their 
names were? Remember their names, Peter? 

Peters Noe 

Teachert Who remembers their names? 

Pupil: One was Dave, and the other was, uhe-. 

Teacher: an _ somebody help him out? Yes? 

Pupils The Captaine Captain, uh... 

Pupils Connors. 

Teachers Connors, right. Captain Connors. All 
right. When the Captain left with Dave, 
do you think it was necessary for him to 
choose ga leader? Was it important? 

Pupils No, because he probably thought that they 
could - that he could trust them. 

Teacher: How about you saying "No"? Does every- 
body agree with him? Do you think that 
he didn't have to choose a leader at all? 
He could have just left all the others - 
all the children there without a leader? 
You all agree? Jack? 

Jacks He should.-euhe-ehe’s glad that he should 


have, because, well, like.--then, uhe-. 
he would have told the other ones to keep 
off the ship, but if he never picked a 
captain, then, uh, they'd all go on - 


Teacher (interrupting): All right. 
Jack (continuing)! -because then no one would tell. 


Teacher: 
Carol: 


Teachers 


(Pause) Do you think so? Carol? 
Yese They didn’t want a captain to be 


picked, so they could still go on the ride. 


So in other words, if he wouldn't have 
chosen a leader, all the kids would have 


stayed off the boat. Right? Yes or no? 
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Cue 
Pupil: Yes. 


Teachers Yes? You think they would all have stayed 
. Q th dn’t - dn't have a leader? 
Pupil (another): No, they'd all go one 
Teachers They possibly would all have gone on if 
they didn't have a leader, right?...The 
leader sort of felt - what? He felt he 


was - ? 
Jacks Responsible. 


Teachers Responsible, right. He felt he was 
' responsible. And one of his reasons was -? 

Pupil: It was his duty to keep them off. 

Teachers: Right. It was his duty to keep them off, 
and some of them went anyway. Now what's 
going to happen about that? Yes? 

Pupil: He might tell, uh, a lie, or tell the 
truth. 

Teachers All right. What do you think he's going 
to say? We didn't see what happened, 

did we? What do you think he is going 
to say? Dick? 

Dicks He's gonna, uh, lie, because he wants to 
go on the boatride. 

Teacher (calling on another pupil): What do you 
think? 

Pupils I think he'll tell the truth, because if 
he lies and the Captain finds out, he'd 
be very angrye 

Teacher (calling on a different pupil): What do 
you think? 

Pupils I think he's going to tell the truth and 
ask if they can still go on the boat. 

Teachers All right. That's quite a good answer. 


Yes? 

Pupil (eno sheen I think he's going to tell the 
truth, because if he doesn't - if he lies 
to the Captain and the Captain finds out - 
he wouldn't ever be able to be trusted 
againe 

Teachers All right. How many of us like to, uh, 
not be trusted?..-I don’t think any of 
us like that, do we? We all want to be 
trusted. Any other comments? What do 
you think, Jack? 

Jacks He’s going to lie. Because.--.if he tells 
the truth, then the Captain might not let 
them go, so he's gonna lie so that they 
all can get a ride. 


Teachers! Do you think a person should lie so he 
gets a chance of being able to g07 
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Jacks 
Teacher: 
Pupils 
Teachers 
Dicks 


Teachers 
Dicks 


Teacher (interrupting): 


Dicks 


Teachers 


Mary: 
Teacher: 
Mary: 
Teacher: 


Mary! 
Teacher: 
Pupils 


Teachers 
Jacks 


Teacher! 


Jacks 
Teachers 


Donald: 


Cue 


I'd tell the truth, but I think he's 
going to lie. 

You think he’s going to lie. fe 
(calling on another pupil) 

I think he's better...telling the truth 
1s better, because if he tells the truth, 
the Captain will understand. 

All right. Dick? 

Can I change mine? 

Yes, you can change it. 

I think he's going to tell the truth. 
Like he - 


All right. Why do you 
change your mind? 

Well, he’s - it's better not to lie, 
and he’s gonna ask him if he'll still 
take them on the trip. 

All right. So let us say he tells the 
truth. Do you think the Captain is 
going to rave them anyways?...Mary? 
Yes 

Yes? Why? 

Because he told the truth. 

Yes, well why should he, you know, even 
if he does tell the truth? Because the 
Captain said that if anybody goes on the 
boat he would not let anybody else go. 
Yes, but if he would still be honest 
enough to tell him, then for being 
honest he would let them go. 


All right. What would you have said, 


if it had been you instead of Patrick? 
I'd tell the truth because I like to 


be truthful. I like to be trusted. 

All rignts* “Jack? 

That's what I was going to say too. I'd 
tell the truth so then.---ehe would trust us. 


All right. So that means being trusted is 
something very - ? 

Important. 

Important.e Very important. All right. 


Noweeelet us say that, for example, in the 
classroom you were asked to be a leader. 
What do you think your job would be? Donald? 
To keep the class quiet..-like if you're 

the head of the class when the teacher 

goes out. 


164d 


Class. 


Ud fete 


Nai hed 


CT 


ET 


CT 
CT 


ET 


ET 


Chl 


CT 


¥TS 


TO 


%6) 


TD 


hae. 


oe rr | : 


dtuat oft 3 fhe 
tant old oe ‘oa tf a8 


° brstenebour’ - 


| ood HBO | nes Us sac 
Ads ont Stor i sola pied xaiia 


yoy ob yaw «tia ky: eee 


tL ot ton retted Bost BT td 
(tte fed th mid Jake snes en ry Wie 
sodent adt ny siot 1a eae 
eit eliet of yee Bu tol ae ages trefoset 
ei nfstget Sit x int voy. 
eas WwW 
Syram revs beiiak 
” bee bare" 
3 “Beu iy 
feve «word Loy de yaw Dew sgonoseT 
end savsded ie ant tf 29 eee 
ent no #sos bod yas BETS Les NEBr Gs poe 
«03 eal ybod i rol ton bigow er 
teanod ed {lites ofirow od. eae ted sae syrsM 
anied rok merit omit at oy devine = (seu 
02 mons fet, b. iow ot nie amis 


bine: ae shy, wOY Bl ie ai 
SNS iret oO. DE: Bit Ox 
“od gXmL L Sptased fe "ors 
beaters at of ett! se 


bt Ts sent yas Oe aniog Bs “Lit 
.ou feyy? biuow ado. nett o8 Agus: 
poe ay beveutt SUCRE EOS. 


tabs t atc ac : : F 3 

fbhLenod § Ted f ¢ ; ® ‘ 

ox'yoy tH eALL...tekup 
menses? ont ot 


@* ‘ 
a 


ve a: apy. ; sate 


165a 


APPENDIX E 


Unadjusted Mean Scores 


IQ, Sex, and Mean Moral Judgment Scores 


for Three Class Groups 


Mean Moral Judgment Score 
Mean a Pretest dee eh 


Mean Pretest Moral Judgment Scores and 


Raw Change Scores for Three Class Groups 
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APPENDIX E (cont.) 


Mean Moral Judgment Scores for High, Medium, 


and Low Frequency of Class Participation 


186 193 


185 188 


167 175 


Mean Moral Judgment Scores for High, Medium, 


and Low Cognitive Level of Class Participation 


Posttest 
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APPENDIX E (cont. ) 
Mean Moral Judgment Scores 


for Boys and Girls 


Pretest Posttest 
Moral 


Judgment Direct 


Girls 


Mean Moral Judgment Scores 


for High and Low IQ Groups 


Pretest Posttest 


Moral 
Judgment Direct Indirect Total 
Score 


189 195 


170 174 
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